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From the Editor
Since 11 September
200 l , we have witnessed
the birth of a widely
changing world. Although
we remain as the "number one" nation in the
world, with the greatest
bounty of wealth and
opportunity, we now are
somewhat uneasy as to
what the next day might .
bring. The events of l l
September have cast us
into a different type of cinema where terrorism has
become a household word and even a child understands the fear that the word elicits. Years ago, the
only groups we associated with terrorism were the
IRA and the PLO. Today, a plethora of organizations
have arisen from the woodwork to identify with terrorism and, as a result, increase the scope of terrorist
networks.
When the twin towers fell, we responded gallantly to President Bush 's charge to maintain our resolve.
We became more vigilant of our neighbors and
events surrounding us, we became more addicted to
the nightly news casts, and we even changed some
of our post secondary curriculum to include classes
on terrorism, terrorist groups, and terrorist tactics.
lmbedded in our daily crusade was the question:
Who do we trust?
As if the disastrous events in New York and the
Pentagon were not enough, we once again fell victim to another type of terrorist group - the moneymakers and moneychangers - specifically Enron,
Arthur Anderson, and, not to forget, the marvelous
"rags to riches" Martha Stewart. We once believed
that major corporations sought to provide services to
their employees and customers that ultimately lead
to benefits and security. We once believed that tax
accountants would immediately stop any "hankypanky" going on and demand immediate corrective
action . We were wrong. We watched the debacle of
Enron go on, day after day, while those at the top
reaped profits and those at the bottom lost their life
savings. So, we became more vigilant again, listening
more closely to the business reports, and becoming
more informed as to what large corporations are all
about. Some colleges and universities across the
nation even added courses primarily devoted to
Enron, not only for their MBAs, but for the general student body as well. And we asked: Who do we trust?
Between the twin towers and Enron, we, as a
nation, were given two solid knockout punches. But
that was not enough . Day in and day out, we
watched the "pulse" of our nation - the stock market
on Wall Street -- falter, peak a bit, drop again, rise a
smidgen, and then muddle down to a seemingly
bottomless pit. All of the "dot.com " wonders were
gone, technology stocks were non-existent, and
earnings were lost in a very, very quick time. So, we

regrouped again. We became even more vigilant;
we learned the stock market lingo, we scrutinized our
portfolios, we found out what it means to "diversify"
our holdings; and some of us even went so far as to
create balance sheets. Alongside, some post secondary institutions added special topics courses on
portfolio development (not the job placement kind)
and market analysis. And during this time, we also
continued to ask: Who do we trust?
Weary from these troubles, we received little
respite, for we were quickly taken to another level the possibility of war. Still trying to heal the wounds
opened up by so many prior assaults, we sought to
understand our nation's position, as well as the standpoint of other nations in the world opposed to such
an undertaking. Concomitantly, we sent heartfelt
messages of support to troops deployed to military
zones, and we sent posters and leaflets to groups
opposed to the idea. Our democratic form of government was, indeed, working, and many of us took
the opportunity to participate. And, we were very
vigilant, watching any key development with a keen
eye, examining language spoken on both sides of
the issue, and thoroughly questioning our very own
hearts and souls. And, too, we were asking: Who do
we trust?
Clearly, national tragedies and world events
have placed an indelible mark on this new millennium . Our world and our nation have changed . While
we remain strong and resolute, we also remain vigilant. Perhaps this is good. Traditionally, we know that
change at the national level dictates change at the
state level which impacts change at the local level.
With respect to education, what has happened?
On the education front during this tumultuous
period, many changes have materialized and many
have been implemented. Some have been heartily
supported, others have been met with a lukewarm
reception, and still others have been put in place
without much justification or opposition . Historically, in
troubled times, most educational changes are arbitrarily proposed and then mandated, while educators sit on the sidelines with very little say, very little
influence, and very little power. Some of the changes
that we have seen in the past several years include:
cuts in state budgets which cripple P-12 schools and
ultimately result in post secondary budget cuts; passage of the No Child Left Behind Act; a new criteria
of "dispositions" for teacher candidates; high-stakes
testing for school children; mandated increased professional development of teachers and education
leaders; redefinition of "quality " and " high-quality"
teachers; new certification requirements; and rigorous testing in subject areas. Clearly, there have been
quite a few changes in a very short period of time.
So, how exactly does one gauge the "dispositions "
criteria? Currently, it appears to be left up to a set of
"dispositions" that can be quantified, not qualified,
and data-placed into a single pigeon hole, irrespective of any other pertinent information. So, how
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even more disheartening. Who among us, if we look
at ourselves as P- 12 students, would relish the idea of
coming to school and be taught to the test, over
and over again, every day of the week, just so that
we could pass? Where would there be time for us to
shine in a particular interest or special talent? How
would we be able to show that we excel in an area
that is not part of the content prescribed for the 180
plus days that we attend school? And, in this new
test-laden world, who would really care if we were
good at something not on the tests?
Teachers, teacher educators, and classroom students today are facing the same dilemma - what to
think, who to find , where to go, how to act, and
what to do in a very structured, mandated, and
standardized world. Some of us may be reminded of
several science fiction movies (Logan 's Run, Fahrenheit 451, Soylent Green, 1984) where everything was
outcome/performance-based, on the hour, monitored, dictated, requirement-oriented , and solely
evaluated via objective, acrimonious testing. Why is
this being done? Many reasons abound - but as
teacher educators, our task is to find out what makes
sense . If nothing makes sense, then perhaps it is time
for us to voice our concerns to those who are making (or think they are making) the decisions. The next
question is: Who do we trust? As teacher educators,
it is crucial that we find out who are the people
(among all those c laiming to represent us) that truly
and accurately reflect who we are, what we do,
and where, why, and how we successfully, effectively, and efficiently take our students from the elementary grades, to secondary schools, and then on to
post secondary institutions. If we cannot find someone we can trust, then perhaps it is time for us to
form a new allianc e - a strong voice for teac hing as
an art and a craft. Ivory towers stand only as long as
people wish them to stand .

exactly does one gauge a "highly qualified " versus a
"qualified" versus a "somewhat qualified " versus a
" not qualified " teacher? Generally speaking,
prospective teachers embark on a course of study in
teacher education programs that have been
accredited by various groups, attesting to the fact
that the teacher education program either meets or
exceeds the requirements. So, does this count anymore? With respect to a "high-quality " teacher,
Anne Lewis (Phi Delta Kappan, February 2003), notes:
"Like the provisions for school accountability in NCLB,
what a teacher is all about comes down to performanc e on a single test." Obviously, the ivory towers
that soar over the education front have spoken, loud
and clear. Some of the most palpable concerns
regarding this onslaught of directives involve the
basic tenets of what is right and what is wrong, what
is true and what is false . Added to these are other
worries, such as why is this being done, are alleged
friends essentially foes, and how will all this justly provide for optimal student performance? If fundamental aspects of teaching and learning are not recognized, if quality teaching needs to be pigeon-holed,
if student achievement can only be measured by
high-stakes testing, and if teaching is reduced to a
technician 's level, rather than encompassing both
art and craft, then the future for teachers seems dismal. Who would want to come to work knowing that
constant testing and never ending requirements for
professional development dictate how a day is
spent, how many minutes of time can be devoted to
true teaching, and how many hours can be given to
genuine interaction between teacher and pupil.
If this is the state of affairs for prospective teachers, then the future for teacher educators seems grim
as well. Who would want to come and teach college and university students from copiously sc ripted
materials, who would want to focus solely on paper
and pencil tests, who would want to cast aside the
possibilities for prospective teachers in terms of selfassessment creativity, and professional growth, and
who would want to conduct the same tedious routine day in and day out. Most importantly, it a lso
seems that the future for our c hildren appears to be

r_Beauty - the, adjustment of a[[parts proportionate[y
so that one cannot add or su6tract or change
without impairing the, hannony of the, who[e.
- .Leon 'Battista .JL[6erti
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In This Issue ...
The Spring 2003 edition of our journal features an
assortment of articles dealing with important topics in
teacher education . Our lead guest editorial by
Charles A. Rohn, Dean, College of Education and
Professional Studies, e xamines the issues emanating
from the federal legislation known as "No Child Left
Behind," and focuses, in particular, on the concept of
a "highly qualified" teacher. He also offers suggestions for providing "highly qualified " teachers for
every student in every classroom. In the next guest
editorial, Dean Robert Augustine, The Graduate
School, reflects on the benchmarks of quality in graduate education and provides an oveNiew spotlighting the work of several graduate candidates whose
high quality graduate studies not only define excellence, but also address social, public, and disciplinary needs.
The Research Section begins with a thoughtful
and critical inquiry - Who Owns Public Education? articulated by Christopher Lopez, University of New
Mexico. The nature of public schooling, Lopez asserts,
reflects a "duality of mission and motive" and his article seeks "to identify what drives this contradictory
creation. " The issue of quality teaching, coupled with
high standards for performance, has been on the
forefront of education for some time now. The following article - National Board Certification : The Best of
the Best - by Deborah M. Hill, Southern Utah University, examines the mission and the process of National
Board for Professional Teaching Standards' system of
advanced, voluntary certification for K-12 teachers.
In the next article, Teachers ' Perceptions of Multicultural Education, Lea Lee, Old Dominion University,
describes a study that investigates whether all of the
multicultural courses implemented in teacher education institutions during the past three decades have
significantly changed teachers· attitudes, beliefs,

and expectations for culturally diverse students. Barry
R. Thompson, Augusta State University, and Thomas E.
Deering, South Dakota State University, then discuss
the effect of hands-on growth experiments on
Shenandoah Valley seventh grade students ' attitudes toward science in Hands-on Science: Its Effect
on the Attitude Toward Science of Rural Middle
School Students. The next article - Bridging Therapeutic Recreation-Based Internships with National Certification-Based Assignments - by John Henry Pommier,
William F. Higelmire, and Peggy Holmes-Layman,
Eastern Illinois University, provides an oveNiew of the
development of assignments for field practice that
address National Council for Therapeutic Recreation
Certification competencies.
The Feature Articles section provides commentaries on different approaches, different cha llenges,
and different forums . William B. Joyce and Shelley S.
French, Eastern Illinois University, and Amy B. Hietapelto, Michigan Technological University, review the
idea of fun and discuss the pedagogical implications
of using fun in education in the article - On Having
Fun While Learning. The following piece - Being "Different" at EIU: Four Students Tell Their Stories - by
Audrey T. Edwards and Lynn M. Walz, Eastern Illinois
University, describes the experiences of minority students on a mostly-white university campus. Will iam C.
Hine, Dean School of Continuing Education, next provides a summary of recent Stockman Institute events
in Stockman Institute Update.
The Guest Commentary section includes an outline and obseNations about the Golden Apple Scholars program in Golden Apple: An Invaluable Experience by Bekka Pogeman, Golden Apple Scholar,
Eastern Illinois University.
Read and enjoy . We look forward to hearing
from you.
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A Highly Qualified Teacher for
Every Student?
Charles A. Rohn, Dean
College of Education and Professional Studies
Many commentaries on this issue fail to recognize the research on the importance of a teacher's
understanding of how to effectively teach . A Tennessee study reports data that two equally performing second graders can be separated by as much as
50 percentile points by the time they reach fifth
grade, solely based on being taught by teachers
whose effectiveness varies greatly. A University of
Texas study found that students perform better on
state exams when their teachers are licensed to
teach. The Arizona Department of Education found
that students taught by certified teachers outperformed those who were not certified by 20% in reading, math and language arts. The Educational Testing Service found that teachers ' c lassroom practices
greatly influence student achievement.
Research consistently indicates that effective
teachers must have both knowledge of their subject
matter and a strong understanding of the pedagogy
of teaching . Several research studies have found
that graduates of accredited teacher education
programs are more effective than individuals who
have entered the profession through other avenues.
The National Research Council has published a
report that indicates that teachers must be highly
skilled in working with students to develop a true
understanding of the concepts. The model of the
c hild as an empty vessel must be replaced. The
teacher must actively inquire into student thinking
and create tasks under which student thinking can
be revealed. These princ iples and data provide
strong evidence that content knowledge alone.
while necessary. is not sufficient for a teacher to be
effective. Clinical practice and professional study
are crucial. A variety of studies indicate that these
qualities are best obtained in teacher education
institutions whose programs are standards-based and
accredited .
If everyone agrees that it is critical that every
classroom be taught by a "highly qualified " teacher
and if solid research dictates that "highly qualified "
teachers must have a strong background in both
their subject area and teaching pedagogy. what
then needs to be done to assure that there is such a
teacher in every classroom? There are a variety of
efforts that could assure that goal including:

The importance of having good teachers in
classrooms has recently become a major subject of
conversation. Federal legislation known as "No Child
Left Behind (NCLB) " has mandated that by 2004-05
all classrooms must be taught by "highly qualified"
teachers . This has raised questions by parents and
others about the qualifications of the teachers in
classrooms today. If the federal government is mandating that ·011 teachers become highly qualified.
does this mean that they are not today?
Research on this topic verifies what professionals
have already known . Numerous research studies
have identified that teacher quality. based upon
knowledge and effectiveness. is the number one
school-based factor in student achievement. No
parent or educator would argue about the importance of a child having an excellent teacher at
every step of his or her educational journey. Part of
the challenge today is identifying exactly who those
people are and getting them into the classrooms.
An exact definition of what NCLB means by a
"highly qualified " teacher has not been developed.
even though all states are working on their own version. The legislation focuses upon a teacher's training in his/her subject area . This is usually interpreted
as a teacher having attained a major or minor in
his/her subject area . Nothing is identified concerning
the need for a teacher to have training in how to
teach. the pedagogy of teaching. In fact the Secretary of Education has openly questioned the need
for suc h background for successful teachers. stating
that only a solid knowledge of the subject matter is
necessary for a teacher to be "highly qualified ."
Under this definition there are significant shortages of " highly qualified" teachers. According to
the National Commission on Teaching and America 's
Future. more than 50,000 people who lack the preparation for teaching have entered the field in recent
years. This report also states that as many as 27% of
newly hired teachers are not fully licensed and that
nearly one-fourth of all secondary teachers do not
have a major or minor in their primary teaching field.
This provides the perception of a crisis in the profession of teaching. Due to this perception there has
been a development of a variety of quick. simple
and easy solutions to a very complicated issue. A
variety of programs are providing teacher certification to individuals solely based on background in a
subject area. results on a single subject matter test, or
on-the-job training . Studies have questioned the
effectiveness of these teachers and indicated a poor
retention rate in the profession.

■

■
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Recognize that effective teachers must have
both subject matter and pedagogical knowledge.
·
Require all teacher certification and re-certification to be based upon completion of an accred-

■

■

■

■

ited program and satisfactory evidence of subjec t matter and teaching pedagogy compete nc e .
Recognize existing efforts of accredited teacher
educ ation programs to provide positive standards-based experiences for future teachers.
Expand existing accredited teacher education
programs, particularly in high need subject areas
and underserved geographic areas. Provide
adequate staffing and financial support to allow
for e xpansion and maintenance of quality of
opportunities provided .
Develop and support alternate paths to certificat ion that will assure appropriate knowledge of
subject matter and teaching pedagogy.
Provide improved working conditions and financial support for practicing teachers to improve
retention . Provide and require effective staff
development opportunities.

Feistritzer, E. (1999). The making of a teacher: A report
on teacher preparation in the United States .
Washington D.C .: The Center for Education Information.
Fuller, E. (1999) . Does teacher certification matter? A
comparison of elementary TAAS performance in
1997 between schools with high and low percentages of certified teachers. Unpublished
report. Charles A Dana Center, Austin: University
of Texas.
Laczko-Kerr & Berliner, D. (2002) The effectiveness of
Teach for America and other under-certified
teachers on student academic achievement: A
case of harmful public policy.
http://epaa.asu.edu/epaa/vl 0n37 /
National Research Council. (1999). Donovan, M .S.,
Bransford, J.D. & Pellegrino, J.W. Eds. How people
learn: bridging research and practice. National
Academy Press. Washington, D.C.

These efforts are not quick, easy, or inexpensive.
However, over time, they are the only way to provide
for an assurance of a "highly qualified " teacher for
every student in every classroom.

Sanders, W.L., & Rivers, J.C. (1996). Cumulative and
residual effects of teachers on future academic
achievement. University of Tennessee ValueAdded Research and Assessment Center.
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Addressing Social, Publi-c and Professional
Issues Through Scholarship:. Hallmarks of
Graduate Study at Eastern Illinois University
Robert M. Augustine, Ph.D., Dean
The Graduate School
Eastern Illinois University
In his 2001 book, The Creation of the Future: The
Role of the American University, Frank Rhodes, President Emeritus of Cornell University states "the master's degree represents the American university at its
best" (Rhodes, 2001. p. 121). Rhodes cites multiple
features that distinguish master's education but
emphasizes that the cornerstone of the degree is the
relationship between the role of master's scholarship
and service to societal needs, public priorities, profession a I standards, and discipline significance.
Rhode's view on the crucial role of master's scholarship and public, social, and professional issues has
been supported in the literature. Hamblin (2000),
Kohl and LaPidus (2000), and Burgess (1997) offer historical evidence of the role of master's education
and the discovery of solutions for practical problems,
but it was the systematic study of the master's
degree by Hayworth and Conrad in 1997 that
caught the attention of the academic community.
In their landmark research on benchmarks of quality
in graduate education, the authors provide data to
show that master's students engage in scholarship
that creates a "community of learners ." Such a
community maximizes a student's appreciation for
col laborating with colleagues to solve problems,
seek solutions, and develop leadership. Consequently, Hayworth and Conrad reported that broad collaboration in discoveries that directly address social,
public, and professional needs is one of several critical hallmarks of excellence in master's education.
Graduate students at Eastern Illinois University
reflect the hallmarks of excellence described in this
literature. A brief overview spotlighting the work of
several graduate candidates who have earned
competitive awards to pursue their scholarly interests
provides a glimpse into the ways master's students at
Eastern have engaged in high quality graduate
study to address societal needs, public priorities, professional standards, and discipline advances. Their
accomplishments define Eastern Illinois University's
commitment to excellence in graduate education
and reflect the importance of advancing scholarly
pursuits that meet social, public, and disciplinary
needs.
First, Williams Travel Awards provide support for
graduate candidates to participate in state, regional, and national conferences. Mr. James Basham, a

degree candidate in the Department of Special Education, was the first recipient of the award. In 1996,
the award provided support for Mr. Basham to participate in the Annual Conference of the Council on
Exceptional Children and network with leaders in the
field. This CEC opportunity allowed Mr. Basham to
secure a variety of state and national positions with
CEC including selection for a seven member International Committee on Advocacy and Governmental
Relations, a committee that developed national policy decisions. Mr. Basham is currently a doctoral candidate at the University of Illinois. His research focuses
on the study of educational policy and its effects on
the field of teacher education. Mr. Basham also
holds a teaching appointment in the Department of
Special Education at Eastern Illinois University.
This year, Williams' Scholars will present papers at
the Midwest Business Adm inistration Association, the
Western Social Science Association, the National
American Chemical Society Conference, the Missouri
Valley Economics Conference, the American Speech
Language Hearing Association, the Midwest Political
Science Association, and the International Studies
Association Midwest Conference. Several of these
projects are providing important insights into current
issues facing economic and governmental policies.
Economics candidate Katie Storck Lotz's paper titled
September 7 7: Effects of U.S. Macroeconomic Variable and Commodity Markets offers a study of the
economic impact of the events of September 11,
2001. Lotz (2003) identifies which sections of the
economy were immediately impacted by these devastating events. The study has applicability to any
country that is vulnerable to such cm attack. In his
paper titled Effectiveness of Economic Sanctions,
Political Science candidate Joe Robbins explains
how using a multilateral sanctions approach is more
likely to succeed in achieving desired results as compared to a unilateral approach. Robbins' (2003)
conclusion is critical information because economic
sanctions are frequently employed by the United
States and other countries as tools in international
relations. Another Political Science candidate Jocelyn Tipton completed a project titled Italy's Framing
Strategies during the Kosov Conflict. Tipton (2003)
examines how building public support within a country is essential to the advancement of the interests of
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advanced study to full-time science teachers. The
2001 recipient, Mr. Troy Gobble, earned the distinguished master's thesis award for his project titled
Characterization of Cosmic Microwave Background
Temperature Fluctuations for Cosmological Topologies Specified by Topological Betti Numbers. Gobble
(2000) offers insight important to the study of physics
and cosmology. Mr. Gobble is now the chair of the
Science Department at Riverside Brookfield High
School where he also continues to teach high school
science courses. While continuing his ongoing graduate studies, he received external funding from the
National Science Foundation to support his academic inquiry. Equally impressive is the achievement of
the most recent winner, the 2003 recipient, Mr.
Christopher Bailey. Mr. Bailey completed a master's
degree in history and was selected for his thesis titled
Saxo Grammaticus: History and ·the Rise of National
Identify in Medieval Denmark. Bailey (2002) explores
evidence from political, social, intellectual, and cultural history, archaeology, and literary studies on the
significance of the work of a medieval author who
wrote in Denmark towards the end of the twelfth
centu ry. The history department recently reported
that Mr. Bailey was offered the opportunity to continue his graduate studies at Cornell University in New
York, which brings us back to Cornell 's Emeritus President, Dr. Rhodes, whose book initiated this discussion
on the critica l contributions of master's scholars to
issues facing society, the public and the disciplines.
Achieving distinction through scholarly works is a
hallmark of excellence of graduate education and
one that is valued, fostered, and supported at Eastern Illinois University. This brief review demonstrates
that EIU graduate candidates have invested their
scholarship to address societal needs, public priorities, professional standards, and discipline advances.
Comprehensive summaries of awards and award
recipients may be found at the following Web site
http://www.eiu.edu/-graduate/hot.html.

NATO. Her paper has specific implications for the
issues confronting nations who need to "frame " their
arguments to achieve support for current military initiatives. These insights related to current world events
have important economic and political applications.
In addition, Graduate School Research/Creative
Activity Awards provide opportunities for graduate
candidates to meet the Illinois Board of Higher Education's goal of expanding knowledge through partnerships with external agents. One of the first awards
provided funding for a project by Pamela Davidson,
a degree candidate in Communication Disorders &
Sciences. The project titled Comparison of the
Effects of Traditional Pull-out Therapy versus Collaborative Classroom Based Services on Articulation Skills
initiates critical research facing the practice of
speech-language pathology in public schools. Ms.
Pamela Paul, a speech-language pathologist in the
Charleston Public Schools, served as the external
partner for this project. The paper received the College of Science's Graduate Student Investigator
Award and was presented by Davidson, Throneburg,
Calvert, and Paul (2002) at the Annual Conference
of the American Speech-Language-Hearing Association . The paper also became a featured article and
received the " Best Articles of 2002" award in
Advance Magazine . Furthermore, the paper was
also selected as an invited submission t o ASHA's
School Affairs Special Interest Division . Later, this
research became a catalyst for a series of collaborative projects that continue to receive state and
national recognition by helping public schoo l
speech-language pathologists develop more effective programs for children . Similar achievements
were documented by Ross W. Widinski, a 2001 award
recipient in Biological Sciences, for his project titled
The Response of Benthic Macroinvertebrate Communities to Stream Habitat Fragmentation. The research
included a partnership with Ms. Ann Marie Hogan
Hiltrop, Stream Ecologist for the Illinois Natural History
Survey/Illinois Department of Natural Resources
Watershed Management Section . Widinski (2002a,
2002b) explains how aquatic habitat fragmentation
affects Illinois stream communities and how management positively impacts the environment . Since
completing his master's degree, Mr. Widinski has
accepted a position with the Illinois Natural History
Survey at the Lake Michigan Biological Station . He
continues to focus on aquatic ecology projects
designed to improve management of the various
Lake Michigan fisheries while concurrently improving
the ecology of the lake. Furthermore, he contributes
to an outreach program designed to educate the
public on fisheries and aquatic nuisance species.
Equally important, the Distinguished Master's Thesis Award competition provides recognition each
year for the most important scholarly contribution of
a graduate student, the completion of the master's
thesis. One of the earliest recipients of the award
was an Illinois science teacher in the Master of Science in natural sciences program. This degree program was specifical ly designed to provide
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Who Owns Public Education?
Christopher Lopez
where acronyms abound, but new ideas are wasted.
Business leaders are given forums and deferential
treatment when they opine about anything related
to education . Newspapers decry the state of education on the front page, simultaneously touting the
latest scientific discovery by a group from the University of Michigan in a smaller column located right
below the "big story, " Even entertainers are given a
voice in this endless exercise of pomp and pageantry
that has come to characterize the never-ending barrage of opinions and recommendations of what ails
and what can cure education . Conspicuous by their
absence, though, is the voice of the people most
affected by this cacophony. The students. The question then must be raised, "who owns public education?"
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Who Owns Public Education?: The Conservative
Paradigm

Abstract

The names that abound in the conservative paradigm read like a listing of who 's who in American
politics. George W. Bush, George H.W. Bush, Ronald
Reagan, William Bennett, and E.D. Hirsch, just to
name a few . These people have more in common
than just pedigree, though . These people believe
that education should not be owned by the people
it serves, but rather by a strictly mandated code dictated by the government. Although this system
would be a step forward in their eyes, they also see a
greater ideal for education. They would like to privatize education . Making education a for profit business endeavor.
Ever the capitalists, E.D. Hirsch and William Bennett have already created model schools that are
major players in the newest growth industry in the
nation. This is interesting and pertinent to public educators, because these are people with power and
through this power t hey can create leverage to
make domestic policy. The domestic policy in question that most affects these people is the voucher
issue. "Honest graft, " is what this type of political
maneuvering would have been called in the Gilded
Age. If these players can make enough noise and
decry the state of public education enough, they
would never have to worry about their industry going
under. They would, in effect, have a subsidized
industry.
Students do not seem to be the primary concern
of these politicians. Their curriculums are designed in
the perennialist, essentialist format. Designed at dictating to the students what is important and what
can be disregarded. Teachers are held to the mandated curriculum models and are given very little
room to create and supplement as the students deviate or get bored. Bennett does not even go the way

In critically examining the nature of public schooling
in America, from its roots to its more modern construction, there is a duality of mission and motive. In
order to combat this edifice of duality, the first task is
to identify exactly what drives this contradictory creation . In short, who owns public education?
In this description, we, as a democratized society,
can find hope and truly work toward a renaissance
of this decrepit institution.

... If is a tale
Told by an idiot, full of sound and fury,
Signifying nothing.

William Shakespeare (Macbeth V.v. 19-28)
Originally intended as an allegory of life, this
Shakespearean reference also applies well to the
state of public education in the 21st Century. Public
education is becoming nothing more than groups of
talking heads speaking at each other through public
mediums in order to gain an advantage in the political game of style over substance. The far right coalition led by such conservative stalwarts as William
Bennett and E.D. Hirsch claim that they know of the
panacea to cure the remaining ills "first " identified in
"A Nation At Risk." " Progressive " educators invoke
the name of Dewey, and call for the heads of the
conservative regimes dedicated to this blasphemy.
They fight for local control of education and form
focus groups of parents, teachers, and administrators
to discuss and implement the latest entry into the
educational pantheon of euphemistic teaching,
ll

and teacher is transformed into a unit searching for
one ultimate goal: The goal of humanity. The farce
that is euphemistically called progressive education
today must be eliminated to make way for true
progress and the ultimate ownership of education to
the people it serves, the students.

of the teacher; instead he opts for the technological
route, with tutor support as necessary.
George W. Bush is a little less capitalistic in his
endeavors to " cure " public education, but has
shown the same contempt for the voice and being
of the student. His game is that of a high stakes
game of cultural hegemony. Those who cannot pass
the state mandated tests, created to determine
what a normative society looks like, would be
purged. This policy affects the students in poorer districts most. These districts are usually gerrymandered
to serve the power elite in other districts, in the worst
possible manner. It takes much needed funding from
them in order to send them the message that they
are failing . A message that is already dictated to
them daily. George W. Bush may see his methodology as sound, but it signifies nothing but fury directed
at the already disenfranchised. In fact, the conservative paradigm sends a clear message that the power
brokers in American politics also believe they have
the know-how and the prowess to own public education-or better yet to sell it.

Who O wns Public Educ ation? : The Public

America is a society that is owned by entertainment. It pervades society. Nothing is sacred . Americans are reminded of this daily, as the most intimate
of details about some fringe celebrity is splashed on
every piece of pulp in the supermarket, every pixel
on the television, and every computer screen across
the country. Nothing is sacred, even education.
Newspapers for years have been at the forefront
of the most important news and happenings in our
society. They have provided the lifeblood of information for communities that would have otherwise
been isolated. With this enormous responsibility,
though, came the need to become better. This insatiable desire soon gave way to the need to sell more.
With this want came the avenue for sensationalistic
practices designed only to sell papers.
This practice has created a stake for the information industry in schooling. As communities are never
more anguished, or delighted, than at hearing how
they compare to other people. One of the better
ways to highlight this comparison is for schools to be
weighted against one another. Over the last couple
of decades the newspapers through the use of standardized test scores have done this quite ubiquitously.
It has also been done on a national level by
national news outlets. Schools are decried, educators are lambasted, and people lose their livelihood
over tests that are designed specifically for normative results. This means that there will never be an
end to this detrimental practice, as fifty percent will
always be "better" than the other fifty percent that is
"failing " society.
Lost in the hyperbole of how education is languishing, is the fact that while these outlets have a
very loud voice, the people that are the object of
their derision are left to the powerlessness of solitude
and isolation . Also, lost in this multitude of voice and
energy is the fact that many people have much to
gain with exceptional stories of failing schools.
The newspaper industry always gets a boost during their annual state of the schools address, while
testing companies are always on the look out for
places in need of their "humane " services.
This affects the classroom in many ways. It creates a void of ownership for the kids. They are no
longer performing for themselves, but rather to score
well on some test that will enliven the community spirit of that civic area. Teachers are mandated to raise
scores and to teach in fear due to this. Business men
and women are allowed their opinions as to what
they need for schools to do. All these voices and the
negation of education for existential measures produce one end : the marginalization of the students.

Who Owns Public Education?: The Progressive
Paradigm

Progressive politicians invoke the name of Teddy
Roosevelt. They claim to be a party that takes the
needs of the people first and the party that would
never cater to the evils of the power elite that run the
government. One only has to realize Teddy Roosevelt did more for establishing monolithic corporations and stomping out labor organizations to realize
just how myopic a view of progression the progressives ultimately have. The same is true of progressive
educators. Often invoking the name of John Dewey
to elicit the adulation of the adoring public, only to
turn their backs on Dewey and his teachings.
Progressive classrooms, while less prescribed than
conservative classrooms, are still operating under a
dictated curriculum. It is believed that this is a reconcilable difference because the teacher ultimately
has the power to decide which direction to go in as
far as his or her class in concerned . The students are
rarely given the option of dictating curriculum .
Henry Giroux, Paulo Freire, and Neil Postman, to
name a few, wonder what truly makes an education
progressive . They claim it to be the responsibility of
the progressive educator to provide a narrative for
the student. To help the student realize their critical
consciousness in order to question and fight the
intentions of those who wish to impress the plight of
corporate objectives and technological machinations over the quest for existential meaning. These
people want progressives to create a student-centered forum, in true Dewey fashion, which does not
just take one of the evils prescribed by the powers
that be and focus on that, but holistically and system i ca Ily seeks to reconstruct society to more
humanistic ends.
These people would like to see a true progression
in the modern classroom; a progression in which the
traditional adversarial relationship between student
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izes a person of their stature. They must disregard
their degrees and their esteemed positions, and they
must become human to those whom do not readily
see their humanity. They must be ready to educate
and not merely inform.
Granted, the intellectuals that I speak about
need help in this endeavor. For they do not own the
airwaves of dissemination. They do not preside over
the pedantic and primeval rants that promulgate
daily from many mediums of information that are
devised for public consumption. The public intellectuals need to bypass this mode of transportation
completely and appeal to the people in different
ways. They need to be visible voices of dissension
wherever they go. They need to start conversations
on planes, in taxicabs, on buses. They need to use
the Internet as the tool of wide public dissemination,
the tool that it almost became during the mid 90's
before commercialization completely rocked its utilitarian foundations. In short, they need to help plant
a seed of doubt to the legitimacy of the popular version of education in the mind of every person they
come into contact with.
With that movement started, the people must
take that doubt and cultivate it. They must apply it
to their daily lives. They have to start asking questions
to anybody and everybody supposedly in charge of
public education as to what their purpose is? To
many this means the immediate hierarchy in the factory foundations of public education. People like the
superintendents, the principals, and the teachers.
The power structure does not start there, though . The
forces that sculpt public education begin and end
with the forces that control the money. The money
that controls public education, however, is not all
that public. There are many stipulations tied to every
single dollar given to the institution. Mandated test
scores and tracking is just some of the scourge that
passes off as accountability reform, but is merely an
active euphemism for delineating who gets money
for what and what do they do with it. Lobbyists for
corporations are active participants in these allocation settings. They push for strict mandates on education and decry the decrepit state of their work
forces as a result of a deficient education system.
The public monies are manipulated and laundered
into a hybrid form of catch-22 politics. The schools
are guided not by the vision of humanity, but of fiscal
solvency for them and also the corporations of America.
Voters cannot and should not support this. They
should use the words of the public intellectuals to foster doubt in their leaders. The citizens must stake
claim to their political system and vote for a different
type of politician, perhaps, a public intellec tual. The
voters must vote en masse to end the paradigm of
self-fulfilling and self-defeating prophecy. They must
make public funds public, so that education does
not have to fight for funding based on irrational conditions set by those who see the funding of education a necessary evil of corporate subsidization.
With the public intellectuals and the citizenry

As documented by Paul Sacks, David C. Berliner,
and Bruce J . Biddle, in their respective books, the students never win in these situations. They are but
commodit ies in a vicious battle of capitalistic
endeavors.
Conclusion

Finding ownership in public education is an
empty endeavor. One group can claim supremacy
over another, but in the end it is a futile notion at
best. It truly represents an idiot's tale.
There is hope in the students that can and should
be united in voice and critical awareness. They are
the rightful owners of education and should be treated as such . It is when this movement is set into
motion that all the paradigms discussed above will
collapse creating the ultimate paradigm. A model
dictated by people it serves, not the people who
want a piece of the profits.
Who Owns Public Education?: The Future

It is true that the future of education is in a very
precarious position . The forces discussed above are
progressing towards the obliteration of public education, as we know it. My question to this would be, is
this necessarily a bad thing?
I do not think it is. Granted public education is an
institution that needs to be extended and perpetuated if a true democracy is going to succeed. The
populace must be critical and knowledgeable. This
obviously cannot happen without a public institution
to do this. However, schools have not been enabled
to seNe this end . They are operated as a business
and continue to serve the needs of corporate and
bureaucratic masters above those that the institution
should cater to.
What masquerades as public education is a
farce and should be shut down and reformulated. A
change, or moreover, a revolution is essential to
transfer ownership to the deserved and away from
the tyrants.
This is a most difficult task, though . It is idealistic
and unpopular in popular circles. It is a battle
against the status quo. It requires true commitment
by every single citizen that yearns for a democracy
that is not a spectator sport. It is a movement that
asks for tolerance, relevance, and change, which
are not necessarily the most cherished traits of the
nation. It is a movement that requires thought and
critical introspection. Most of all, though, it is a progression that requires courage and effort.
Public intellectuals need to be stand up and
become the accessible beacons of hope in the mire
that has become public education. They must facilitate debate and discussion on the subject, but they
must do it away from the lecture halls of the "elite"
institutions. For this is not a movement of elitism . The
public intellectuals must fight their typecast just as
much as they must fight against the stereotype of
any other person involved in this battle. The public
intellectual must drop any pretense that character13

but also our control. Through a complete and total
deconstruction of the current model of public education these archaic ideas can be abolished as well .
Moreover, if the movements of the voters and public
intellectuals fail, the microcosm can support this and
provide a new avenue of hope. For if the children
live education in this manner, they will strive for it.
They will grow in symmetry with it and it will become
part of who they are. They will then fight for it to
become the future of what this country is. For it will
be those who experienced the change that can
truly develop the change into an organic entity,
capable of growth and shift.
This is the future I envision . A future in which there
will be a definitive fight for the rights to public education . The public intellectuals and the voters in the
macrocosm, must unite with the teachers and students enveloped in the microcosm to fight willingly
and interminably for a future that does not stress the
factory values of the past, but rather for the humanization of all . Education must change its focus from
what it can produce, to whom it should help to
mold. To this end I say good riddance to the public
education system of the past, and a heartfelt welcome to its rogue progeny-public education dedicated to the virtues of humanity.

working on the macrocosm of the public education
paradigm shift, the onus then turns to the microcosm
of the classroom for change to occur.
The teacher must take an active role in emboldening the students to own their world . They must
facilitate a classroom in which the power structure is
based on equality, rather than hierarchy . The
teacher must stress relevance and critical discourse
over perfunctory mechanics and formats. That is not
to say that teachers should not teach, moreover they
should do more than teach. They should become
and embody a true pedagogue. They must become
a person for which there is no distinction between
teaching and not. They must model in all that they
do. They must vote, they must strike, they must decry
what is wrong with public education with virulent
passion. Along with this though, they must give alternatives. They must make the students active in these
alternatives. They must integrate life into the classroom . Factory models and compartmentalized programs must be cast aside, for human beings do not
live in a compartmentalized world where Math is
Math, Science is Science, and History is History. We
are dynamic beings with untapped capabilities
because we are taught that we are mere cogs in a
device that is beyond not only our comprehension,

Life is a [uminous ha[o, a semi-transparent envefope
surrounding us from the beginning.
- o/irginia Woo[j
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National Board Certification
The Best of the Best
Deborah M . Hill
formance assessment of teaching. Four site-based
portfolio entries and four on-demand assessment
center tests comprise the most comp rehensive
assessment of teaching yet developed, National
Board Certification is perhaps the most powerful professio na I development experience available to
teachers who are interested in improving their teaching practice (National Education Association, 2001) .
National Board Certification is also an advanced
credentialing process signifying that the holder has
met the highest standards established for the teaching profession , Teachers who complete the process
report an average of 300 hours of preparation and
effort to qualify for National Board Certification .
Established in 1987, the NBPTS is based on recommendations of the Carnegie Task Force on Teaching
as a Profession in a pivotal report. A Nation Prepared:
Teachers for the 21st Century,
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Abstract

The mission of the NBPTS is to establish high and
rigorous standards for what accomplished teachers
should know and be able to do; to develop and
operate a national. voluntary system to assess and
certify teachers who meet these standards; and to
advance related education reforms for the purpose
of improving student learning in America 's schools.
Governed by a 63-member Board of Directors. of
whom at least 51 percent must be practicing classroom teachers. other members include school
administrators, school board members, governors,
state legislators, higher education officials, teacher
union leaders, and business and community leaders.
National Board Certification, developed by teachers,
with teachers, and for teachers, is a symbol of teaching excellence (American Federation of Teachers
and National Education Association, 2001) ,

At no time in our nation's history has the quality of
teaching and learning received greater emphasis
than it does now. The issue of quality teaching has
taken center stage in education discussions around
the country with increasing emphasis being given to
a clear set of expectations for new teachers entering
the profession as well as high standards of performance for those who remain in the classroom ,
Specifically, the National Council for Accreditation of
Teacher Education (NCATE), the Interstate New
Teacher Assessment and Support Consortium
(INTASC) standards, and National Board for Professional Teaching (NBPT) standards represent a national
movement to enhance the quality of classroom
instruc tion in America's schools resulting in improved
student learning and higher student achievement,

In 1989, NBPTS issued its policy statement, What
Teachers Should Know and Be Able to Do, which has
served as a basis for all the standards development
work, It remains the cornerstone of the certification
process and serves as a guide to school districts,
states, colleges, universities and others with an interest in strengthening the initial and ongoing education of America 's teachers (National Education Association, 2001), Since 1994, 9,531 teachers have
achieved National Board Certification, with another
12,000 candidates expected to participate in 20012002 , NBPTS strives to identify, recognize, and promote teachers who effectively enhance student
learning and demonstrate the high level of knowledge, skills, dispositions and commitments reflected
in the following five core propositions.

National Board Certification

When public school students are expected to
achieve higher standards. it stands to reason that
educators must meet higher standards as well.
Teachers must enable students to master challenging
content and they must also know how to address the
special needs of different learners,
In the last twenty years. policymakers,
researchers, parents, and teachers have become
especially interested and concerned about the quality of instruction in the classroom . The National Board
for Professional Teaching Standards' (NBPTS) system
of advanced, voluntary certification for K-12 teachers is an extraordinarily complex and ambitious per15

to learn and mainta in that interest when students
face temporary failure .
Board-certified teachers assess the progress of
individual students as well as that of the class.
They employ multiple methods for assessing student growth and understanding. They explain
student performance to all stakeholders clearly
and succinctly.

Core Propositions for National Board Certification

l . Teachers Are Committed to Students and
Their Learning

Board-certified teachers are committed to
making knowledge accessible to a ll students.
They believe that all students can learn. They
treat students equitably, recognizing the individual differences that distinguish students from one
another, and incorporate these differences in
their practice . Teaching practice is adjusted
based on observation and knowledge of st udents' interests, abilities, skills, knowledge, family
c ircumstances and peer relationships. Teachers
recognize individual d ifferences in their students
and adjust their practice accordingly.
Accomplished teachers understand how students develop and learn . Prevailing theories of
cognition and intelligence are integrated into
their practice. They are aware of cultural and
contextual influenc es on behavior. They foster
self-esteem, motivation, character, civic responsibility and their respect for individual, cultural, religious and racial differences. Teachers ' mission
extends beyond the cognitive capacity of their
students.
2.

4.

Board-certified teachers are models of educated persons. They exemplify the virt ues they
seek to inspire in students - honesty, fairness,
curiosity, tolerance, respect for diversity and
appreciation of cultura l differences.
Accomplished teachers decisions are based
on research, expe rience and engagement in
lifelong learning . They examine their practice,
e xpand their repertoire, add depth to their
knowledge base, adapt teaching to new findings, ideas and theories, and improve their judgment and assessment of students.
5. Teachers Are Members Of Learning Communities.
Board-certified teachers contribute to the
effectiveness of the school. They work collaboratively with others professiona ls on instructional
policy, curriculum development and staff development.
Accomplished teachers find ways to work collaboratively with parents, and the community .
They engage all stakeholders in the work of the
school.

Teachers Know the Subjects They Teach and
How to Teach Those Subjects to Students.

Board-certified teachers understand the subject(s) they teach and appreciate how knowledge in their subject is created, organized, linked
to other disciplines and applied to real-world settings . They develop the critical and analytical
capacities of students while representing the collective wisdom of our culture and uphold ing the
value of disciplinary knowledge.
Accomplished teachers know how to convey
and reveal subject matte r to students . They
understand d ifficulties likely to arise and modify
practice accordingly. Their repertoire of instructional methods allows them to create multiple
paths to the subjects they teach . They are adept
at teaching students to pose and solve their own
problems.
3.

Teachers Think Systematically About Their
Practice And Learn From Experience.

Assessment Process for National Board Certification

Assessment consists of an innovative two-part
proc ess that spans several months: a school-site portfolio of materials that demonstrate competency in
the certification standards and core propositions,
and an assessment center experience where candidates respond to prompts about subject matter and
classroom situations.
The portfolio consists of four entries designed to
reflect activities that teachers engage in during their
work . These entries include written commentaries
(teacher description and analysis of outcomes),
videotapes of instruction, and samples of student
work. Candidates also document their contributions
to the advancement of the teaching professional
and the improvement of schooling. The must document their ability to work collaboratively with the
community and students' families to promote learning.
The Assessment center exercises focus on candidates' content and pedagogical knowledge. Candidates complete six written exercises, each with a
time limit of 30 minutes. The exercises include explorations of particular questions on pedagogical content topics and issues.

Teachers Are Responsible For Managing
and Monitoring Student Learning

Board-certified teachers develop, enri c h,
maintain and alter instructional settings to capture and sustain student interest, making effective use of time and resources. They command a
range of instructional techniques, know when
eac h is appropriate, and can implement them as
needed. They are c ommitted to best practices
in teaching and are aware of ineffectual or damaging practice .
Accomplished teachers engage groups of students to ensure a disciplined learning environment, and how to organize instruction to allow
the school and states ' goals for students to be
met. They understand how to motivate students
16

All ten exercises (4 portfolio and 6 assessment
center) are assessed individually and then combined
for a total score . Portfolio and assessment center
exercises are scored by teachers who have qualified
to be assessors by demonstrating their understanding
of National Board standards and the scoring guide.

The Accomplished Teaching Validation Study
concluded :
The National Board Certified teachers in this
sample possess, to a considerable greater
degree than non-Certified teachers, those
attributes of expert teaching that have
emerged from the ever-expanding body of
research on teaching and learning (Bond,
Smith, Baker, Hattie, 2000).

Validity of NBPTS: National Board Certified
Teachers Make a Difference

Some critics of the NBPTS assessments have questioned the validity of data submitted only by the
candidates who are seeking certification. Are the
five core propositions truly representative of expertise
in teaching?

NBCTs possess pedagogical content knowledge
that is more flexibly and innovatively employed in
instruction; they are more able to improvise and to
alter instruction in response to context.ual features of
the classroom situation; they understand at a deeper
level the reasons for individual student success and
failure on any given academic task; their understanding of students in such that they are more able
to provide developmentally appropriate learning
tasks that engage, challenge, and even intrigue students, but neither bore nor overwhelm them; they
are more able to anticipate and plan for difficulties
students are likely to encounter with new concepts;
they can more easily improvise when things do not
run smoothly; they are more able to generate accurate hypotheses about the causes of student success
and failure; and they bring a distinct passion to their
work.

In the mid l980's, research related to expertise in
teaching began to emerge. An operational definition of expertise of teaching has been difficult to
define and equally difficult to assess. As recently as
1987, Shulman (l 987) lamented that in teaching,
" richly developed portrayals of expertise are rare "
(p . l ). Many definitions of expertise are related to
management of student behavior in classrooms without regard to the management of ideas in those
classrooms. David Berliner led a team of colleagues
in a series of programmatic studies related to teaching expertise. Their findings were summarized into
three propositions that suggest contrasts among
novice, advanced beginners, and experts. Campbell (l 990-1991) found eight personal qualities that
expert teachers share.

They are what they are - the best of the best.
Student Academic Achievement

The Accomplished Teaching Validation Study in
addition to evaluating teachers examined samples
of student work in classes taught by NBCTs and nonNational Board Certified teachers . Nearly threefourths (74 percent) of the work samples col lected
from the students taught by NBCTs in the study
reflected a high level of comprehension of the concepts being taught, compared to three in l O (29 percent) of the work samples of students taught by nonNational Board Certified teachers. Based on student
work samples, the study declared that National
Board Certification identifies and certifies teachers
who differ in profound and important ways. Current
research being conducted by the University of Tennessee examines the impact NBCTs have on student
learning as measured by achievement tests.

Teaching is complex and a teacher's behavior in
the classroom and interactions with students are
classic examples of parallel, rather than serial,
processes . In 1999 the Center for Educational
Research and Evaluation at the University of North
Carolina at Greensboro conducted a construct and
consequential validation study of the NBPTS.
This study sought to determine the extent to
which actual teachers who had achieved certification exhibited to a measurably degree than their
non-certified counterparts the attributes of expert
teaching as these have emerged from the research
literature. Evidence was sought of teaching by
examining teacher's instructional planning and artifacts, by observing them in actual classrooms, by
structured interviews of the teachers and their students, by examining student products and student
writing, and by collecting information on the nature
and variety of professional activities th·ey engage in.

Conclusion

The most important concern in setting standards
is that they must represent meaningful goals for candidates to pursue . The object in standard setting is
not to increase the failure rates of candidates but to
improve the caliber of their preparation for the real
tasks of teaching. Standard boards for teaching are
one such vehicle for advancing a coherent thoughtful agenda for change grounded in what students
need their teachers to know, do and be like .

In every single comparison between NBCTs and
non-NBCTs on the dimension of teaching excellence,
NBCTs obtained higher mean scores. In l l of the 13
comparisons, the differences were highly statistically
significant . In eight comparisons, differences
between the two groups survived what is generally
regarded as the most stringent statistical test available.

Making difficult and principled choices, exercis17

ing careful judgment and honoring the comp lex
nature of learning are indicators of an accomplished
teacher. Accomplished teachers have acquired and
employ a repertoire of instructional methods and
strategies, yet remain reflective about their practice,
seeking to improve and drawing lessons from experiences . National Board Certification is perhaps the
most powerful professional development experience
available to teachers who are interested in improving
their teaching practice .

Science

Early Adolescence/Science
Adolescence and young Adulthood/Science
Social Studies-History

Early Adolescence/Social Studies-History
Adolescence and Young Adulthood/Social
Studies-History
Physical Education

Early and Middle Childhood/Physical Education
Early Adolescence through Young Adulthood/
Physical Education

List of Certificates
Art

Early and Middle Childhood/ Art
Early Adolescence through Young Adulthood/ Art

World Languages other than English

Early and Middle Childhood/World Languages
other than English
Early Adolescence through Young Adulthood/
World Languages other than English

Career and Technical Education

Early Adolescence through Young Adulthood/
Career and Technical Education
Key

English Language Arts

Early Childhood (Ages 3-8)
Middle Childhood (Ages 7-12)
Early and Middle Childhood (Ages 3-12)
Early Childhood through Young Adulthood
(Ages 3 - 18+)
Early Adolescence (Ages l l -15)
Adolescence and Young Adulthood (Ages 14-18+)
Early Adolescence Through Young Adulthood
(Ages l l -18+)

Early Adolescence/English Language Arts
Adolescence and Yong Adulthood/English
Language Arts
English as a New Language

Early and Middle Childhood/English as a New
Language
Early Adolescence Through Young Adulthood/
English as a New Language
Exceptional Needs Specialist

References

Early Childhood through Young Adulthood/
Exceptional Needs Specialist

American Federation of Teachers & National Education Association . (2000) . National board certification: A guide for candidates 2000-2001. AFT:NEA

Generalist

Early Childhood/Generalist
Middle Childhood/Generalist
Early Adolescence/Generalist

Bond, L., Smith, T., Baker, W. & Hattie, J. (2000) . The
certification system of the National Board for Professional Teaching Standards : A construct and
consequential validity study. Center for Educational Research and Evaluation . The University of
North Carolina at Greensboro.

Library Media

Early Childhood through Young Adulthood/
Library Media

Campbell, K.P. (1990-1991 Winter). Personal norms of
experienced expert suburban high school teachers: Implications for selecting and retaining outstanding individuals. Action in Teacher Education, 12, 35-40.

Mathematics

Early Adolescence/Mathematics
Adolescence and Young Adulthood/
Mathematics
Music .

Early and Middle Childhood/Music
Early Adolescence through Young Adulthood/
Music

Shulman, L.S. (1987). Knowledge and teaching: Foundations of the new reform. Harvard Educational
Review, 19,(2), 4-14.
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State-by-State National Board Certified Teachers 2001

State

AL
AK
AZ
AR
CA

co
CT
DE
DC
FL
GA
HI
ID
IL
IN
IA
KS
KY
LA

ME
MD
MA
Ml
MN
MS
MO

2000-2001
NBCTs

163
5
26
34
514
28
3
43
l
994
309
2
66
161
12
86
27
64
42
5
66
83
17
49
403
33

Total
NBCTs

State

MT
NE
NV
NH
NJ
NM
NY
NC
ND
OH
OK
OR
PA
RI
SC
SD
TN
TX
UT

308
22
102
59
1,301
119
53
106
6
2,257
421
7
271
348
75
320
68
74
84
23
137
268
114
202
l, 157
75

Total
NBCTs

VA
WA
WV
WI
WY

2
8
38
0
10
18
81
1,261
l
416
122
13
17
25
926
• 8
11
20
5
13
130
42
29
39
9

20
27
62
2
47
100
185
3,659
9
1,333
393
30
49
62
1,289
8
40
58
13
34
277
112
52
74
25

TOTAL

6,500

16,035

VT
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2000-2001
NBCTs

Teachers' Perceptions of
Multicultural Education
Lea Lee
ambivalent about their ability to teach culturally
diverse children, and their feelings of efficacy seem
to decline from the pre-service to the in-service
stage (Barry & Lechner, 1995; Pang & Sablan, 1998).
The goal of this study was to explore teachers'
perceptions of multicultural education to see
whether teachers e xperience difficulties in implementing multicultural education or have problems
working with students with diverse cultural backgrounds.

Lea Lee is an assistant professor
in the Darden College o f Educ a tion at Old Dominion Unive rsity in
Norfolk, Virginia . She t e a c h es
undergraduate and graduate
reading e du c atio n c o urses. He r
maj o r inte rests inc lud e d ivers ity,
multic ultura l educ ation, reading ,
wo rking w ith pare nts, and early
c hildhood educ ation. She ea rned
her Master's Degree from Chic a go
State Unive rsity in 1990 and he r
Ph.D . in the area o f Earl y C hildhood and Rea d ing Educ ation from
the University of Minnesota in 1993.
She has taught in several colleges
in Korea and in the United Sta tes,
as well as young c hildren in Chic ago, Illinois prior to teac hing at Old
Dominion University.

Specific questions included:
l , What are teachers' perceptions toward multicultural education?
2. To what extent do classrooms reflect diverse
cultures?
3. What types of multicultural activities are implemented?
4. What are the charac teristics of teachers who
implement multicultural education?
5. What factors hinder incorporating multicultural
education?

Abstract

A teacher questionnaire was developed to
assess teachers' perceptions concerning multicultural education issues and their practices pursuing multiculturalism, Based on the results of this exploratory
study, the majority of teachers surveyed have generally favorable perceptions toward diversity and multicultural education. They believe that students of ethnic groups should retain their unique culture and language, that it is important for students to be exposed
to diverse cultures to help them become more toler-

Review of Literature

The United States has become increasingly ethnically and culturally diverse. The U.S. Bureau of the
Census (2000) reported that 30% of the United States
population was non-white. In some cities in Southern
California, Texas, and Northern Virginia, minority population exceeds the number of whites. As a consequence, the student population in the public schools
is changing rapidly . In 1998, 3 % of the total enrollment in American public schools was non-white;
however, it is projected that the non-white population will account for 46% of the public school enrollment by 2020, (Cushner, McClelland, & Stafford,
1992).
A substantial number of initiatives have been
developed during the past three decades to serve
the rapid influx of children from differing cultural
backgrounds into America ' s classrooms. NCATE
(National Council for Accreditation of Teacher Education) has taken the lead in teacher education with
specific multicultural standards for colleges of education designed to ensure that prospective teachers
are made aware of and trained to serve a culturally
diverse student populations . Regardless of these
efforts, however, the rhetoric about multicultural education continues to outweigh the actual efforts (Lee,
2002) ,
A review of the research on multicultural education suggests several facto rs that help explain why
multicultural education has not been more widely

ant of differences, and that it is important to include

information about diverse cultures in the curriculum
to improve students ' multicultural awareness,
Introduction

During the past three-decades virtually all
teacher educational institutions in the United States
have implemented multicultural education courses
and programs to prepare teachers to teach culturally diverse students . A majority of studies suggest,
however, that teachers ' attitudes, beliefs, and
expectations for culturally diverse students have not
changed significantly (Barry & Lechner, 1995; Gilbert,
1995; Law & Lane, 1987; McIntyre, 1997; Schultz, Neyhart, & Rec k, 1996; Smith, Moallem, & Sherrill, 1997; Su,
1996, 1997; Valli, 1995). These studies indicate that a
large proportion of teachers who anticipate working
with culturally diverse children bring little multicultural
knowledge and experience to the task, teach only
what is required of them, or add multicultural activities as an afterthought. Many teachers are aware of
the issues related to multicultural education, but are
20

implemented. First, the multicultural education
movement suffers from a disturbing gap between
stated ideals and actual teacher practice. Some
teachers realize the importance of implementing
multicultural education and promote its ideals as
they teach, yet, they experience difficulty in effectively identifying and implementing appropriate
strategies for multicultural activities for students
(Nagel, 1998).
Second, some teachers suffer from the belief
that multicultural education pertains solely to minority teachers. Sleeter (2001) believes that some teachers of color bring a richer multicultural knowledge
base to multicultural instruction than do white teachers. Ancillary studies have reported that teachers of
color generally are more committed to multicultural
teaching, social justice, and providing children of
color with an academically challenging curriculum
(Ladson-Billings, 1991 ; Rios & Montecinos, 1999).
Third, some teachers practice a mono-cultural
curriculum that focuses largely on white, middle class
Anglo-Celtic values and beliefs. They tend to have a
negative perception of multicultural education,
which influences the extent to which they incorporate multicultural activities in their classrooms. These
teachers passively repeat the mandated multicultural curriculum embodied in textbooks or other prescribed sets of teaching materials without a strong
belief that it is necessary for children (Bohn, 2000;
Ebbeck & Baohm, 1999). They also tend to have
lower expectations for minority students (Zahorik &
Novak 1996). Children raised in a mono-cultural
environment grow up denying or being afraid of the
differences among people and thus develop a narrow view of the world .
Fourth, the multicultural education movement
suffers from a stereotypic belief that minority children
bring attitudes that actually interfere with education
(Schultz et al., 1996). These teachers bring little
awareness or understanding of issues related to multicultural education and view it as an addition to the
existing curriculum (Avery & Walker, 1993; Goodwin,
1994; King, 1991 ; Vavrus, 1994).

Instrument
A questionnaire was developed to assess teachers' perceptions concerning multicultural education
and to investigate the relationship between teachers' views and the impact they had on their teaching
practices in multicultural education. The questionnaire consisted of 5 demographical questions and 20
survey questions to which participants were asked to
indicate their agreement on a five point Likert-scale
ordered from "not at all," "a little," "some what,"
"very much," to "great deal." The scores for items
ranged from O (not at all) to 4 (great deal).
Procedure

The survey was conducted at the end of the
semester. Since the course in which participants were
enrolled included discussions about the inclusions of
multicultural literature and linguistically and culturally
diverse students, the participants' responses may
have been influenced by the course. The participants were told, however, that their responses to the
questionnaire were anonymous and would have no
consequence on their grade. The data were
entered into SPSS program, which was used to perform the statistical analyses.
Results

The questionnaire items were organized into
groups to answer the questions presented in the introduction.
1. The five survey items included in Table 1 were
designed to answer research question one: What are
teachers' perceptions toward multicultural education? The results indicated that the majority of participants view multicultural education as important.
While the results indicated teachers believe they
place very much (40%) or a great deal (75%) of
importance to expose children to other cultures, they
also believe that students are only somewhat interested in learning about cultures other than their own .
Ninety seven percent of the respondents thought "it
is important to expose children to other cultures to
help them become more tolerant of differences,"
but only 65% reported that they included information
about diverse cultures in their curriculum .

Methodology

Subjects

TABLE l: What are teachers' perceptions toward multicultural education?

The participants in this study were 58 students
enrolled in a graduate reading instruction course
during the spring semester of 2001. The average
grade level taught by the participants was fourth
grade. Of the 58 students, 36 were teachers and the
remaining 22 had previous experience teaching,
planning to return to teaching. The average teaching experience of participants was slightly over l 0
years. The participants were composed of 53
females and 5 males. Their ethnic backgrounds
were 38 Caucasian, 17 African-American, l Hispanic,
and 2 Asian/Pacific Islanders. The teaching experience of all participants had been in an urban area
in Southeastern Virginia .

Nola!

A little

all
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Some
what

Very
much

Great
deal

(%)

(%)

(%)

(%)

(%)

Should students of each ethnic group retain
their unique culture and language?

l.7

3.4

19.3

36.2

29.3

Should students be exposed to diverse
cultures?

0

l.7

19.2

31.0

47.0

Is it important to expose children to other
cultures to help them become more tolerant
of differences?

0

0

3.4

40.0

57.0

Do you include information about diverse
cultures in your curriculum to improve
students· multicultural awareness?

3.4

7.0

24.0

50.0

15.0

Do you believe your students are
interested in learning about cultures other
than their own?

l.7

15.5

41.4

27.6

13.8

4 . The four survey items included in Table 4 were

2. The four survey items included in Table 2 were
designed to answer research question two: To what
extent do classrooms reflect diverse cultures? The
result indicated that more than 63% of the teachers
responded "some what" to the question asking how
much multicultural material is available for children in
the classroom . None of the participants perceived
that there was great deal of multicultural materials
available in the classroom . The responses to the
remaining items suggest that the majority of teachers
surveyed believe they should emphasize multicultural
education more than they do. Fifty-three percent of
the respondents believe they should spend more
time discussing cultural differences than they do.

designed to answer research question four: What are
the characteristics of teachers who implement multicu ltu ra I education? These four survey items were
generated from Zahorik and Novak's (l 996) four
types of teacher implementation of multicultural
education -- adjustment, embellishment, integration,
and analysis, which were included in research question 4: The total scores on these 4 items were treated
as dependent variables, whereas responses to the
other survey items were treated as independent variables.

TABLE 4: What are the characteristics of teachers who
implement multicultural education?

TABLE 2: To what extent do classrooms reflect diverse
cultures?

(Dependent Variables)

To what extent does your classroom
environment reflect diverse cultures?
How much murticultural material is
available for children in the classroom?
How much of your instructional time is spent
discussing topics that help children become
aware of culturesother than their own?
Do you think you should spend more time
discussing cultural differences?

Not at
all

A little

Some
what

Very
much

Great
deal

(%)

(%)

(%)

(%)

(%)

8.6

34.5

27.6

25.9

1.7

0

1.7

63.8

34.5

0

12.1

13.8

41.4

20.7

10.3

0

3.4

43. 1

50.0

3.4

TABLE 3: What types of multicultural activities are
implemented?

To what extent have you required reading
about different cultures using standard
textbooks?
To what extent have you used outside
resources such as costumes, ornaments,
pictures, food, or music to embellish
murticultural lessons?
To what extent have you integrated
multicultural lrterature in all subject areas?
To what extend have you provided
opportunities for role-playing for students to
voice their opinions, proposals, and
solutions to cultural conflicts and issues?
To what extent do you help students gain a
deeper understanding of cultural conflicts
and issues?

A little

Some
what

Very
much

Great
deal

(%)

(%)

(%)

(%)

(%)

20.7

10.3

27.6

34.5

6.9

8.6

20.7

24.1

31.0

15.5

5.2

12.l

34.5

34.5

13.8

20.7

27.6

27.6

20.7

3.4

3.4

15.5

27.6

46.6

6.9

SD

l.96

1.25

Using outside resources such as costumes, ornaments,
pictures, food, or music to embellish multicultural lessons
(embellishment)

2.24

1.20

Integrating multicurtural literature in all subject areas
(integration)

2.40

1.04

Providing opportunities for students to voice their opinions,
proposals, and solutions to curtural conflicts and issues
(analysis)

1.59

1.13

ANOVAs were performed in an attempt to identify
the characteristics of teachers who implemented
multicultural education. These analyses indicated
that only two variables, gender and appreciating
the existence of many ethnic groups in Ameri ca,
yielded significant results. First, female teachers (M =
8.51) indicated they use more multicultural practices
in their curriculum than male teachers (M = 4.80, p <
.05). Second, teachers who indicated they appreciated the existence of many ethnic groups a "great
deal" use more multicultural practices in their curriculum (M = 9.83) than teachers who indicated they
moderately appreciated the existence of many ethnic groups (M = 7. l l , p < .05). Surprisingly, neither
teachers' ethnicity nor the attending number of
minority students in the classroom related to the
degree to which participants used multicultural
instruction.

3. The five survey items included in Table 3 were
designed to answer research question three: What
types of multicultural activities are implemented?
Although the participants included various types of
multicultural activities, 20.7% of participants indicated that they had not included activities related to
the c ultural adjustment and cu ltural analysis respectively. Although many participating teachers believe
they implement multicultural education, only a small
number of participants (6.9%) see themselves helping
students a "Great Deal " to gain a deeper understanding of cultural conflicts and issues.

Not at
all

Mean

Required reading about different culturesusing standard
textbooks (adjustment)

5. The seven survey items included in Table 5 were
designed to answer research question five : What
factors hinder incorporating multicultural education?
Sixty-two percent of participating teachers indicated
that the availability of school re sou rces hinders
" somewhat," "very much," or "a great deal" for
incorporating multicultural education. Many teachers believed that the cooperation of administrators
(67.2%), parents (75.5%), teachers (55.1%), children
(75.9%), ELL program (54.7%), and foreign language
instructors (84.5%) are not factors that hinder multicultural education efforts.
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Ebbeck, M., & Baohm, J. (1999) . Incorporating multicultural perspectives into teac hing approach. International Journal of Education, Jl(l ), 32-39.
Gilbert, S. L. (l 995). Perspectives of rural prospective
teachers toward teaching in urban schools. Urban
Education, 30(3), 290-305.
Goodwin, A L. (l 994). Making the transition from self to
other: What do preservice teachers really think
about multicultural education? Journal of Teac her
Education, 45(2), 119-13 l .
King, J. E. (1991). Dysconscious racism: Ideology, identity, and the miseducation of teachers. Journal of
Negro Education, 60(2), 133-146.
Ladson-Billings, G. (l 991 ). Beyond multicultural illiteracy.
Journal of Negro Education, 60(2), 147-157.
Law, S., & Lane, D. (l 987). Multicultural acceptance by
teacher education students: A survey of attitudes.
Journal of Instructional Psychology, lA(l ), 3-9.
Lee, G. Lea (2002). Realities and Challenges facing Multicultural Education . Multicultural Education . 2(4),
36-37.
McIntyre, A (l 997). Making Meaning of Whiteness .
Albany: State University of New York Press.
Nagel, G. (1998) . Looking for multicultural education:
What could be done and why it isn 't. Education,
112(2), 253-263,
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M. E. Dilworth (Ed .), Being Responsive to Cultural Differences (pp. 39-58). Thousand Oaks, CA: Corwin
Press.
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Education, 32(3), 66-76.
Schultz, E. L., Neyhart, K., & Reck, U. M. (1996). Swimming
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TABLE 5: What factors hinder incorporating multicultural education?
Not at
all

A little

Some
what

Very
much

Great
deal

(%)

(%)

(%)

(%)

(%)

Availability of school resources

17.2

20.7

43.l

13.8

5.2

Availability of administrators' cooperation

50

17.2

20.7

10.3

l.7

Availability of parents' cooperation

27.6

47.9

19.0

13.8

l.7

Availability of teachers' cooperation

31

24.l

24.l

17.2

3.4

Availability of children's cooperation

50

25.9

15.5

5.2

3.4

Availability of ELL (English Language
Learner) program

41.4

13.3

24. l

13.8

0

Availability of foreign language instructors

22.4

62. l

12.l

3.4

0

Conclusion
The majority of teachers surveyed in this study
had a favorable perception of diversity and multicultural education, thought students of ethnic groups
should retain their unique culture and language,
believe it is important for students to be exposed to
diverse cultures to help them become more tolerant
of differences, and believe it is important to include
information about diverse cultures in the curriculum
to improve students' multicultural awareness.
The participants in this study had favorable perceptions of multicultural education, but they also
believe there is much room for improvement with
more than 90% indicating they could spend at least
"somewhat" more time discussing cultural differences
in their classroom. The participating teachers
believed that the availability of school resources hindered their implementation of multicultural education.
Female teachers tended to support multicultural
education more than male teachers; however, the
number of male participated in the study was so
small that any generalization is inappropriate. Surprisingly, neither teachers' ethnicity nor the number of
minority students in the classroom related to the
degree to which participants implemented multicultura I instruction. This is an encouraging result
because it suggests that multicultural education may
no longer be viewed as the sole providence of
minority group members. A full-fledged multicultural
education program requires all teachers' commitment to meet the needs of children of all cultures.
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general and botany specifically concerns the importance of the topic . "Why do I need to know this?"
"When will I ever use this?" This negative attitude was
confirmed by Charron (l 991) who found that many
rural students not college bound found little value in
the study of science. Even teachers question the relevance of science for many students. Sunal (l 992) in a
survey of rural teachers found that many believed
science course-work had little relevance to the students ' lives. Furthermore, a recent study by Baird,
Prather, Finson, and Oliver (l 994) found that thirtyeight percent of rural teachers in eight states
believed the lack of student interest in science was a
significant problem .
One of the many purposes for the establishment
of an educational system in America was to improve
general botanical knowledge. At a time when most
Americans lived on family farms, an education was
seen as a way of improving farm productivity (Lacey,
1996). The primary method of learning at that time
was through memorization, but many students then
went home to the famiy farm and practiced what
they had learned . They were in effect conducting
hands-on experiments. Science initiatives of the 1960s
incorporated hands-on learning into curricula. and
evaluative research of those curricula indicated that
the attitudes of the participants toward science
improved significantly (Shymansky, Kyle Jr., and
Alport, 1982). Gardner, Simmons, and Simpson (l 992)
conducted a study of third graders to measure the
effects of a hands-on approach to science instruction on the students' attitude toward and achievement in the study of meteorology. The experiment
lasted ten days. There were statistically significant
improvements in attitude and achievement between

Abstract

This study was conducted to determine what
effect a hands-on plant growth experiment would
have on rural middle school students · attitudes
toward botany. Approximately four hundred seventh
grade students from three middle schools in the
Shenandoah Valley participated in the study. The
control group received traditional instruction while
the experimental group received traditional instruction and conducted the plant growth experiment.
The independent variables included gender and
treatment. The results indicated a statistically significant positive interaction between the treatment and
two of the four volunteer teachers. There was no statistically significant gender difference.
Introduction

The standard biology and life science curricula in
the United States include the study of botany and
zoology. While students do not usually identify science as one of their favorite subjects, several
researchers have found that students' attitudes
toward science remain positive until the sixth or seventh grade at which time it begins to fluctuate
(Bohardt. 1975; Randall. 1975). As for the later grades,
the results of a recent study indicates that student
attitudes toward science declines during the middle
and high school years (George. 2000). As a veteran
science teacher, this author often heard students
complain that botany is boring because plants do
not move and do not make any sounds. It is difficult
for a fern to compete with entertaining computer
games for the attention of today 's young people,
Another common complaint about science in
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pretests and post-tests. Trout and Crawley (1985)
conducted a study using hands-on instruction to
measure the improved achievement in and attitude
of ninth grade students toward the study of physical
science. The treatment lasted for twenty-one days.
While there was no statistically significant improvement in achievement, there was a statistically significant improvement in the students' attitudes toward
science. Other researchers have found similar results
when assessing the effects hands-on science activities have on achievement and attitude (Basham,
1994; Ellis, 1993; Morrell, 1992).
Some research completed in the last decade
regarding hands-on science lessons has been inconclusive. Gardner, Simmons and Simpson (l 992) compared the effects in a third grade classroom of
hands-on activities to computer assisted instruction
(CAI) combined with hands-on activities, and textbook based activities.They administered pretests,
conducted the instruction, then administered posttests. The results indicated that for both the hands-on
instructional method and the hands-on combined
with CAI instructional method, there were significant
gains in both conceptual understanding and attitudes toward science. Laws, Rosborough, and
Poodry (l 995) studied the attitudes of male and
female college students toward a workshop physics
course that emphasized hands-on activities. They
noted, "We were dismayed to find that some women
taking workshop physics in December 1990 became
significantly more negative about the laboratory
work after the first semester" (p. 82). Though handson activities have been espoused by many science
educators, clearly more research must be conducted in order to establish which student demographics
and/or which content can best be learned through
this pedagogical tool.
Science curricular units, including those addressing botany, extend for approximately two to three
weeks. This is often an inadequate amount of time for
students to understand and appreciate science. A
classic hands-on activity for the study of zoology
involves dissection. This can be accomplished in a
two to three week period. Hands-on botany projects,
however, are more difficult to complete in two to
three weeks. Botanical study often involves the collection of leaves. This can be a problem if the leaves
have already fallen by the time the study of botany
begins. Moreover, the life cycle of plants is so long
that growth experiments have been generally
impractical. Fortunately, Wisconsin Fast-Plants has
alleviated this problem somewhat. Wisconsin FastPlants was genetically engineered by Tomkins and
Williams (l 990) to have a complete life cycle in thirtyfive days. Thanks to this advancement, it is now possible for students to observe significant plant growth
during a three-week unit. This has been a major
improvement in plant genetics, which opens up
opportunities for hands-on activities in botany classes.

Purpose of tha Study

The purpose of the study was to measure the
effect of hands-on science activities on rural students' attitude towards the study of botany.
Participants

The subjects in this study were students selected
randomly from three middle schools in the Shenandoah Valley in the state of Virginia .The schools were
classified as rural according to the guidelines established by the United States Census Bureau (Horn,
1985).
All of the students in the study were taught by
one of four teacher - "Mrs. Smith ", "Mrs. Jones", "Mrs.
Johnson", and "Mrs. Williams" . "Mrs. Smith" and "Mrs.
Jones" requested that all of their students participate
in an instructional method whereby traditional classroom lecture was combined with a plant growth
experiment. "Mrs. Johnson" and "Mrs. Williams "
chose to randomly assign their classes to either participate in a traditional classroom lecture method, or
the traditional method combined with a plant
growth experiment. Eleven seventh-grade Life Science classes and one seventh-grade Ecology class
conducted the plant growth experiment. Six seventhgrade Life Science classes acted as the control
group and did not conduct the experiment. A total
of 318 students conducted the plant growth experiment which was referred to as the group receiving
the treatment, while eighty-two students acted as
controls as shown in Table l. All four teachers volunteered to participate in this study. Three of the teachers were certified science teachers for grades 7-12.
One was a certified middle school teacher without
science certification. Neither the students nor the
teachers received credit or compensation for participating in this study.
Table l
Students in the Experimental and Control Groups
Teacher

Mrs.
Mrs.
Mrs.
Mrs.

Smith
Jones
Johnson
Williams

TOTAL

Treatment

Control

Total

93
98
62
65
318

0
0
40
42
82

93
98
102
107
400

As indicated in Table l , all students in Mrs. Smith's
and Mrs. Jones' classes participated in the plant
growth experiment and thus received the treatment.
In contrast, sixty-two of Mrs. Johnson's students
received the treatment, while forty of her students
acted as controls. Sixty-five of Mrs. Williams students
received the treatment, while forty-two of her students acted as controls.
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Procedure

Instrument

Two instructional methods were used to teach
botany. These methods included a traditional classroom approach, and a traditional classroom
approach with an additional hands-on component.
The latter was considered as the experimental, or
treatment group. The experimental classes were
given directions for the design of their plant-growth
projects. They then wrote hypotheses concerning
possible outcomes.
Two of the teachers, Mrs . Johnson and Mrs.
Williams, conducted all laboratories in their normal
assigned classrooms. This was due to the fact that
they did not have access to laboratory facilities. Two
of the teachers, Mrs. Smith and Mrs. Jones, moved
their classes for the initial and final exercises of the
experiment to a classroom designated as the Science Laboratory. All other portions of the experiment
for the students of Mrs. Smith and Mrs. Jones were
conducted in their normal assigned classrooms.
Students worked in groups of four and manipulated growth variables to test their hypotheses concerning plant life cycles. Students brought from home an
empty two-liter plastic soda bottle and a bag of soil.
Each group used two bottles, one for PH as a variable and one for nutrient manipulation as a variable.
After cutting the bottles in half, they filled two halves
with soil and planted Wisconsin Fast Plant seeds. One
bottle was labeled PH and the other was labeled
Nutrient Manipulation . After tending the plants for
two weeks, they were harvested and compared for
mass, etc.

The Attitude Toward Botany survey was adapted
by the investigator from the Attitude Toward Science
in School Assessment survey designed by Germann
(1988). Attitude was defined as "the affect for or
against a psychological object " (Fishbein, 1967;
Muller, 1986), which is an unidimensional concept
(Fishbein, 1967a; 1967b). The objective of the instrument was to measure how students felt toward science as a subject in schoo l. The investigator
replaced the word science with the word botany in
each of the fourteen statements. The instrument was
adapted to measure the attitudes of middle school
students toward their concept of the subject,
Botany.
The original form of the Attitude Toward Science
Survey has been used and reported in research writings. Cronbach's Alpha in four studies using this instrument indicated estimates of reliability greater than
0.95 and mean item-total correlation of 0. 77, 0.8 l,
0. 79, and 0. 73, respectively (Germann, 1988). The
complete survey appears in the Appendix.
Results

The reliability of the Attitude Toward Botany survey was ca lculated using the SPSS for Windows statistical package. The survey had a Cronbach's Alpha
equal to .9504. The same package was used to
assess statistical significance of the survey results. The
independent variables included the instru c ti onal
method, student gender, and teacher, with the
instructional method and gender evaluated as the
main effects. The independent variables resulted in
an F value significant at the 0.0001 level. There were,
however, no significant main effects for instructional
method or gender. There was a significant interaction between one of the teachers, Mrs. Jones, and
the experiment at the 0.0000 level. There was a significant interaction between another of the teachers,
Mrs. Williams, and the instructional method at the
0.0375 level.
"Mrs. Smith" and "Mrs. Jones" taught in the same
school, while "Mrs. Johnson" and "Mrs. Williams"
each taught in a different school. The means of the
sums of the survey scores for "Mrs. Johnson" and
"Mrs. Williams" were higher than the means of the
sums for the scores of the students taught by "Mrs.
Smith" and "Mrs. Jones", as seen in Table 2. Th e
means of the scores of the students for "Mrs. Johnson" and "Mrs. Williams" were also higher than the
grand mean. "Mrs. Johnson" and "Mrs. Williams " permitted their classes to be randomly assigned to either
the treatment group or the control group. When
comparing just the scores of the students of "Mrs.
Johnson" and "Mrs. Williams ", the students who completed the plant growth experiment had higher
mean scores on the survey than those who did not
when the randomly assigned class means were compared. Interestingly, Mrs. Williams, whose students
had the highest mean score, was the middle school
teacher who, unlike the other three teachers, was

Materials

Materials needed for this experiment include:
empty two-liter plastic soda bottles, local soil, Wisconsin Fast Plant seeds, lime, vinegar, fertilizer tree
spikes, grow lights, ph or litmus paper, metric balance, scissors, freezer bags, masking tape, and metric ruler.
Data Collection and Measurement

A botany attitude survey was administered at the
completion of the experiment. The students received
written and oral instructions concerning the instrument and the marking of their answers. The investigator administered all instruments. All students had a
minimum of three weeks between the beginning of
the experiment and the administration of the instrument. The scores of the control and experiment
groups were compared .
The experimental design involved multiple regression analysis where the independent variables were
instructional method, gender, and teacher. The data
were analyzed for main effects on students' attitudes
due to the instructional method, and gender. The
data were also analyzed for interactions between
teacher and treatment and the survey scores, and
teacher and gender and the survey scores.
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not certified in science. Furthermore, she conducted
the experiment in her classroom without the benefit
of a laboratory. While we would like to say that high
scores were a result of the hands-on experiment, we
have to admit there are other possibilities, not the
least of which is the influence of an exceptionally talented teacher.

ing to do what is required to attract and retain students in science programs, both they and the nations
are the losers. That is a prospect we cannot afford.
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Conclusion

There was a statistically significant interaction
between two of the teachers and the plant growth
experiment on the students' scores on the survey.
These were the same teachers whose classes were
randomly assigned to experiment and control
groups. The means of the scores on the surveys of the
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days of the experiment. Further research should also
be conducted in order to determine whether the
interaction was between the respective school
atmospheres and the plant growth experiment.
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With an increase in interest comes an increase in
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APPENDIX

Attitude Toward Botany
This survey is being administered to help
researchers find answers to important questions. Confidentiality is guaranteed so your name will not be
associated with your answers in any public or private
report of the results. Thank you for your help.
Please use this scale to answer the following
questions:
SA - Strongly agree
A-Agree
N - Neither agree nor disagree
D - Disagree
SD - Strongly disagree
(Circle one choice)
l.

SA A N D SD Botany is fun.

2.

SA A N D SD I do not like botany and it
bothers me to have to study it.

3.

SA A N D SD During botany class, I
usually am interested.

4.

SA A N D SD I would like to learn more
about botany.

5.

SA A N D SD If I knew I would never go
to botany class again, I would feel sad.

6.

SA A N D SD Botany is interesting to me and
I enjoy it.

7. SA A N D SD Botany makes me feel
uncomfortable, restless, irritable, and impatient.

rro

8. SA A N D SD Botany is fascinating and fun.

tru[y rove something

9. SA A N D SD The feeling that I have
toward botany is a good feeling.

is better than simpfy

l 0. SA A N D SD When I hear the word botany, I

have a feeling of dislike.

to understand it,
and to rejoice in it
is better than simpfy
to rove it.

l l . SA A N D SD Botany is a topic which I enjoy
studying .

12. SA A N D SD I feel at ease with botany and I
like it very much .
13. SA A N D SD I feel a definite positive
reaction to botany.
14. SA A N D SD Botany is boring.

- Confucius

Things About Myself
Name_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Male ____ Female _ _ __
Today's Date _ _ _ _ _ _ _ _ _ _ __
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vidual student. The profession as a whole must have
education for those who are entering the profession
by those who are practiced . This needs to occur in
the work settings where therapeutic recreation service is delivered. It is apparent that the student, the
university supervisor and the site supervisor have
much connection and involvement in the internship
process.
Most universities will outline specific purposes of
the student internship. This will be either in a course
description, a syllabus, or in an internship manual.
These purposes or objectives focus on student competencies such as applying classroom-acquired theory and skills; learning the varied aspects of service
delivery in unique settings; addressing and understanding the range of competencies required to
become certified by the National Council for Therapeutic Recreation Certification (NCTRC); and gaining
in-depth practical experiences under the qualified
supervision of a Certified Therapeutic Recreation
Specialist (CTRS) with consistent feedback and evaluation.
At least four organizations are directly involved in
defining the therapeutic recreation internship
process. The first is the Council on Accreditation
(COA) of the National Recreation and Park Association and the American Association for Leisure and
l<ecreation (NRPA/AALR). The NRPA/AALR 's COA
accredits recreation and therapeutic recreation college and university cu rricula. Another credentialing
body is the NCTRC. NCTRC is the nationally recognized body (est. 1981) that develops the guidelines
for certification and re-certification requi rements for
therapeutic recreation professionals.

Peggy Holmes - Layman is an
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at Eastern Illinois University. She
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Behavior, her M.S. at the University
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Abstract

The purpose of the article is to provide an
overview of the development of assignments for field
placement that address National Council for Therapeutic Recreation Certification (NCTRC) competencies. Presented here is an example of bi-weekly
assignments developed to address a specific domain
found on the NCTRC exam, This is an emergent
theme that warrants further investigation.
Introduction

The therapeutic recreation - based internship is a
critical learning experience for students and as such
must be seen as one that needs much thought, planning and involvement by all involved in the process,
including the student, the university supervisor and
the agency-site supervisor. It is also important to realize that the benefits go beyond the growth of an indi-
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aging services; (9) outreach, advocacy and public
relations; and (l 0) professional development.
Recently, NCTRC in conjunction with the Educational
Testing Service (ETS) conducted a thorough review of
the NCTRC Testing Program . " The job analysis study
included a national survey containing 14 l designated job skills and knowledge areas derived from the
existing job analysis inventory as well as input from
and advisory committee (N= l l ), representing therapeutic recreation practitioners" (NCTRC, 1997, p .4).
The NCTRC Exam Development Committee with
input from ETS revised the content outline, selected
the critical knowledge content and affixed weights
to each. The number of major content areas
remained at eight. The titles and weights assigned to
each are: (l) background (8%), (2) diagnostic
grouping and population served (14%), (3) assessment (14%), (4) planning and intervention (20%), (5)
implementing the individual intervention plan (21%),
(6) documentation and evaluation (13%), (7) organizing and managing services (6%), and (8) advancement of the profession (4%).
The National Therapeutic Recreation Society
(NTRS; 1997) indicates that the internship has three
purposes:

The third organization, which provides direction
for the internship, is the National Therapeutic Recreation Society (NTRS). NTRS is a professional membership organization serving therapeutic recreation professionals associated with NRPA (National Recreation
and Park Association - a professional organization for
the many fields relating to parks and recreation). The
American Therapeutic Recreation Association (ATRA)
is the fourth organization that provides a definition of
the student internship; ATRA is an additional professional organization that is not associated with NRPA
and was developed exclusively for Therapeutic
Recreational professionals.
Another area is the development of a university
manual for the experience. Most educational programs develop their own. Publications by ATRA and
NTRS have been developed as a means of guidance
beyond the minimum competencies (as identified by
NCTRC's Job Analysis Studies). Yet the internship
manual recommendations for agencies and universities, provided by ATRA and NTRS, do not provide educators, practitioners, and student interns enough specific methods of attaining minimally perceived competencies.
Rationale for Assignments

A. Intern ships shall provide students with an

The NCTRC (l 995, p. 7) indicates that an acceptable field experience: "is defined by the therapeutic
process/practice as defined in the NCTRC Job Analysis Study." NCTRC further states that: "Field Placement Experience: refers to a highly structured field
and practice-centered professionally supervised
requirement 0 The field placement experience
requires extensive full-time involvement and is a
shared responsibility between the academic unit and
the selected field placement agency." (l 995, p. 7)
When seeking the credential of Certified Therapeutic Recreation Specialist (Academic Path), the
applicant must fill out the Field Placement Experience form. The applicant must address specific
areas of Therapeutic Recreation Services and
describe the duties performed in those areas. These
are "re lated to the Job Analysis Responsibilities "
(NCTRC, 1995, p.21 ). Specifically the areas
addressed are: (l) planning-agency, dept., individual program or treatment planning; (2) assessment,
evaluation, and documentation; (3) professional
development, working with other professionals, outreach, advocacy, management; and (4) other areas
emphasized.

opportunity to have practical experience in a
setting which is providing established professional therapeutic recreation services, commensurate with the student's educational
level, previous experience and professional
goals.
B. The internship shall augment the formal classroom and related learning experiences, to
include application of theory and practical
skill
C. The internship shall be an active learning
experience for the student to develop therapeutic recreation competencies in service
delivery process. (p.4)
The NTRS Internship Standards and Guidelines for
Therapeutic Recreation ( 1997) lists l l specific learning experiences that the student should be exposed
to during an internship. These include: orientation to
the physical plant or area(s) the student will be
assigned to, orientation to staff responsibilities, orientation to interdisciplinary professions and departments, orientation to community services, orientation
followed by involvement with consumers receiving
direct or indirect therapeutic recreation services from
the internship site, orientation and use of audiovisual
equipment and supplies, orientation and involvement (when feasible) in public relations of the
agency /institution, orientation to financial and legal
aspects of the agency or institution, provide opportunities for reading materials related to the internship
experience, provide opportunities for students to
keep copies of forms for future use, and provide
opportunities for internship students to participate in
seminars to discuss experiences.

Field Placement Guidelines

The 1996 NCTRC Job Analysis: Job Tasks lists ten
current tasks performed by the "Entry - Level Therapeutic Recreation Specialist" (NCTRC, 1999, p l ).
The major job task headings are: (l) agency and TR
service plan; (2) assessment for the purpose of TR
intervention; (3) individualized intervention planning;
(4) implementation of TR services; (5) evaluation of
individualized intervention plan; (6) documentation;
(7) treatment /service teams; (8) organizing and man30

manual, specific forms, assignments, and reports
need to be developed. The agency-site and educational institution need guidance with specific tasks
and responsibilities to assign the internship/field
placement student that allow the candidate to
address and, hopefully, surpass the expectations of
the NCTRC Field Placement Form (Table 2) .

Manual Contents

The internship/field placement supervisor needs
to be assured that at the conclusion of the experience the cand idate will have minimally met the
domains of the NCTRC Field Placement Experience
form. To assist with this task, an internship/field placement manual should be developed by the internship/field placement site and the academic institution, addressing professional guidelines (i.e ., NTRS,
ATRA) and NCTRC exam content (Table 1). Furthermore, selecting an agency-site for a student intern
based on the agency-site's ability of fulfilling NCTRC
and professional guidelines is highly encouraged
(Pommier, 2000).

Summary

Data has been provided by NCTRC (1999, 1997),
informing agency-sites and educational institutions
the requirements needed to develop competent
therapeutic recreation practitioners. It is up to the
agency-sites and educational institutions to develop
"field placement guides", based on NCTRC's information, so that success prevails. Basing an "acceptable field placement" upon the Field Placement
Experience Form (NCTRC Candidate Bulletin, pg. 21)
should be reevaluated . Developing assignments
based on fulfilling competencies identified by NCTRC
(1999, 1997) is a positive step to ensuring competent
practitioners in the field of therapeutic recreation.

TABLE 1
NCTRC Exam Content Outline
Domain VII. Organizing & Managing Services

Components of Agency /TR SeNice Plan of
Operation
B. Knowledge of External Regulations
l . Accreditation Standards & Regulations
(e.g., JCAHO, CARF, HCFA)
2. Legislation & Regulations Pertaining to TR
C. Resources
l . Fiscal (e.g., budgets, payment systems)
2. Areas and facilities
3. Networks (e.g., leisure, agency/
department & referral)
D. Components of Quality Improvement
(e .g., utilization review, risk management,
peer review, outcome monitoring)
E. Personnel, Intern & Volunteer Supervision
& Management

A
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To assure that NCTRC and NTRS internship guidelines are addressed in an internship/field placement

TABLE 2
Example of Bi-Weekly Assignment
LEARNING OBJECTIVE

SUGGESTED LEARNING ACTIVITIES

ASSIGNMENTS

l . Demonstrate knowledge of the polic ies
for the Agency-Site 's handling of funds.

l . Discuss with Agency-Sile Supervisor the following: receipts and vouchers. bids. approval of expenditures. petty cash funds. and establishment
of fees and charges.

l. Provide a written summary of the organization 's polic ies for the hondling of funds. Including but not limited to: receipts and vouchers. bids.
petty cash funds. approval of expenditures and fees and charges. Documents should be attached in an appendix.

2. Acquire knowledge of the administralive structure. organization and interrela tionships of the d isciplines and/or service
divisions of the Agency-Site.

2. Discuss with Agency-Site Supervisor the structure and organization of
the internship Agenc y-Site . Secure information on organizati on services/disciplines and the function of each. Observe each service / discipline offered.

2. Develop an Agency-Site organizational chart. Include responsibilities
of the various units of the Agency-Site. ba~c goals of eac h unit. services
provided by each unit. and interrelationships of the units.

3. Acquire knowledge of staff developmen! procedures.

3. Attend in at least one professional in-service or conference. Discuss
current trends affecting the Agency-Site's operation.

3. Identify the current trends and issues affecting the Agency-Site's services and Indicate what changes have been implemented to address
these. Write (l) pg. Summary for each session attended - include handouts if provided.

4. Ac quire knowledge of mandates and
regulations that govern the Agency-Site.

4. Discuss with Agency-Sile Supervisor and legal counsel accreditation
standards and regulations. Obtain JCAHO. HCFA. CARF. Community
Based Regulators. etc. information

4. Provide a written summary supporting the need for therapeutic recreation as a result of mandatory and regulatory information obtained. Give
an in-service on current legislative Issues effecting therapeutic recreation.

5. Demonstrate ability of how to obtain
external resourc es (grants. volunteers.
etc.).

5. Discuss previous accomplishments by Agency-Site and why they were
successful (e.g .. marketing. contracts. etc.). Speak with volunteer coordinator.

5. Provide a photocopy of an accepted grant & write amendments
appropriate for grant reapplication. Obtain (l) volunteer for AgencySite. Develop a manual far volunteers, identifying tasks volunteers could
be appreciated for @ Agency-Site.

6. Demonstrate an ability to evaluate
studies concerning management problems/issues.

6. Review recent studies (trend analysis. statistical analysis. case studies)
of vandalism. c rime. risk management. accident prevention. health. and
safety. Review accrediting agency reports (CARF. JCAHO. etc.) and
identify problem areas from reports.

6. Discuss solutions used to deal with the findings concerning management problems/issues. Evaluate the · success· of the solution employed.
Develop a performance improvement program for identified problem
areas from reports.
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On Having Fun While Learning
William B. Joyce, Shelley S. French, Amy B. Hietapelto
that fun is better understood when experienced.
Therefore, instead of presenting a singular definition
of what fun is or vainly attempting to make this paper
a funny literary experience, we resigned ourselves to
the presentation of four characteristics inherent to
fun .
The two foremost and fundamental c haracteristics encountered in the literature state that fun is "relative" and "situational" (Holmblad, 1993; Middleton et
al, 1992; Rohnke, 1993). Simply, what is fun for one
person might not be enjoyable for someone else and
what we consider funny today might not be seen as
funny tomorrow. Holmblad (1993) stressed the relativity of enjoyment by saying, "what may be a real fun
experience for one person may be another person's
nightmare" (p. 20). Rohnke (1993) stated that "feeling good now" and having "peace of mind" are
essential to experience fun (p. 17).
A third characteristic suggests that fun is a voluntary experience (Datill o, & Kleiber, 1993; Nussbaum,
1993; Rohnie, 1993). To experience fun one must consciously or unconsciously accept to feel good, to
relax, to let go, and to let the situation be perceived
as enjoyable. We all know from personal experience
that fun cannot be forced or imposed upon someone. We can invite a person to join us in our play but
the final perception of enjoyment is left to the individual. This precondition to fun can be better understood when considering the following : to be genuinely fun, an experience must be intrinsically motivating . Dattilo and Kleiber (1993) support this point by
stating that enjoyment, which is synonymous with fun,
"is the experience derived from investing one's attention in action patterns that are intrinsically motivating" (p. 58). In other words, it is not solely the experience that creates fun; a n appropriate mental attitude is also imperative. Having fun is a voluntary
state of mind.
The last c haracteristic may appear somewhat
obvious. Simply, we could say that our desire to have
fun is inherent to our nature. Glasser (1986), a clinical
psychologist, attributed so much importance to fun
that he considered it to be one of humans' five most
essential needs: (l) the need to survive and to reproduce; (2) the need to belong and love; (3) the need
to gain power; (4) the need to be free; (5) and the
need to have fun (p. 23).
Stating that fun is essential in our lives is risky, simply because too often fun is not taken seriously
enough . For example, when invited to write about
fun, Artie Kamiya (1993) entitled her article "Having
fun is serious business." However, she did not mean
that fun should be serious; on the contrary, she
meant that the importance of having fun should be
viewed with more respect. Likewise, Glasser (1986)
seriously considers the importance of fun by dis-

ON HAVING FUN WHILE LEARNING

When considering education, words such as
exploration, challenge, and risk should come to
mind. For most of us, experiencing an adventure
means t o discover and push the frontiers of new
physical or emotional grounds. It means to voluntarily push our limits in a venture for which the outcome
is unknown (Priest, 1990). Yet, "adventure is (also)
courted because it is rewarding, .. .exciting, fun, and
exhilarating" (Quinn, 1990, p. 147). We know that
when we are engaged in adventure, while avoiding
boredom and anxiety, we often experience a sense
of "flow," which can be described as a feeling of
enjoyment (Csikszentmihalyi & Csikszentmihalyi,
1990). Consequently, one could argue that by its
own nature, adventure is a potential source of fun
(Ewert, 1989).
This opening argument might help us understand
why "fun" has become an inherent element of learning (Rohnke & Butler, 1995; Schoel, Prputy, & Radcliffe, 1988). Unfortunately, it does little to explain the
role of fun in education. Do we, as educators, take
fun for granted? Is fun an essential element of learning, or a byproduct? What has been written about
the pedagogical value of fun, and what do practitioners and scholars think about its use in education?
These are a few of the questions this article will
attempt to examine.
To accomplish this task, we will first explore the
slippery concept of fun. Four universal characteristics
attributed to fun w ill be presented . Then we will
address the most common educational benefits
associated with the use of fun . Finally, we will also discuss the pedagogical implications of using fun in
education.
WHAT IS FUN?

Only a few authors have taken the time to suggest a definition for the amorphous concept of fun
and they began their search by presenting a disclaimer. For instance, Rohnke (1993) stated that
"defining fun ... is illusive at best" (p. 23), while Butler
(Rohnke & Butler, 1995), explained that for him "fun is
a feeling and therefore somewhat hard to describe"
(p . 13). It seems that Rohnke and Butler understood
that reducing the meaning of fun to a short sentence would be like letting a snowflake touch them .
Podilchak's (1991) definition illustrates how illusive the
concept of fun is. He wrote, "Fun is defined as a
social-emotional interactional process wherein persons deconstruct social-biographical inequalities to
create a with-equal-other, social-human bound" (p.
123). In a way, Podilchack's description demonstrates that even a scholarly attempt to define fun
loses the essence of the subject. The crude reality is
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cussing the link between fun and learning . For him,
our quest for enjoyment is vital to our development,
as it plays a crucial part during early childhood.
Young children's play becomes a vehicle for discovering the world . "It is like a catalyst that makes anything we do better and worth doing again and
again" (Glasser, 1986, p . 28).
It is from enjoyment that our desire to learn is
born just as it is from the lack of enjoyment that we
abandon our taste for learning. In the book "Education and Ecstasy" , Leonard (1987) concurred with
Glasser and stated that "when joy is absent, the
effectiveness of the learning process falls and falls
until the human being is operating hesitantly, grudgingly, fearfully at only a tiny fraction of his potential"
(p.20).
So far we have successfully avoided letting ourselves get touched by this snowflake called fun.
Although in the same process we have learned that,
from a universal point of view, fun is relative, situational, voluntary and natural. These universal characteristics appear simplistic at first, but when we consider
their pedagogical implications, we realize that they
are at the heart of the puzzle that we call fun . The
problem they raise resides at a programmatic level.
On one hand, we argue that fun is natural and contributes to the learning process. On the other hand,
we admit that because of the aforementioned varia bi Iity, fun is difficult to predict and reproduce
(Rohnke, 1993; Rohnke & Butler, 1995). Therefore,
using fun in education becomes an uncertain science where the end results of our actions cannot be
easily anticipated. If this is the case, why would we
want our students to have fun? Solely because it is in
their nature, or are there other reasons to use fun in
our teaching? The following section will address this
question.

encourage learners to adopt an active lifestyle. Griffin, Chandler, and Sariscsany (1993), stated that in
their opinion, "there is little doubt that many physical
educators emphasize that students should have fun
... because they believe that pleasant or rewarding
experiences are more likely to be repeated than
negative ones" (p . 64). In other words, fun can help
the implementation of new habits. Secondly, fun can
motivate learners to engage themselves in activities
with which they have little or no previous experience.
Kamiya (1993) talked about fun as a "No-Fault-Zone"
(p.22) when addressing the motivating aspect of
fun. She used this expression to reinforce the idea
that fun can allow learners to try new things without
the fear of making a mistake, looking silly, or feeling
awkward. With fun, new experiences, as strange as
they may be, appear more inviting. In a fun environment, one can find the motivation to participate in
novel experiences or undertake new cha llenges.
For educators, the first aspect of intrinsic motivation is not of primary concern . If we agree that activities are used as a vehicle to achieve change and
growth (Priest, 1990), the repetition of these activities
by learners on a personal basis is not one of our primary objectives. For example, in education we can
make white-water rafting fun so that it becomes a
catalyst for learning about self, and not necessarily a
new life-long recreational activity. Therefore, we can
infer that having fun in education might provide
intrinsic motivation for a different purpose. This other
purpose corresponds more to the second aspect of
intrinsic motivation we described. In this instance, fun
in white-water rafting should be encouraged mainly
to invite students to try new challenges.

Suspension of Social Reality
Another educational benefit associated with fun
is the fact that when we are fully engaged in an
experience, and having fun, we momentarily lose
our social inhibitions. Some professionals suggest that
in actuality we are getting closer to who we really
are, to our true inner self. Nussbaum (1993) talked
about this aspect of fun by referring to the work of
Joseph Levy . Levy (1978) theorized that play can
provide a "suspension of reality" (p.12). Through play,
which can bring about true fun, one can lose the
notion of time, space, and most important, the
notion of social barriers. As a catalyst, the combination of fun and play can eliminate inhibiting factors
inherent to our socialization . In a sense, it is through
fun that we can set free our inner self, try new things,
trust others, and take emotional risks . Nussbaum
(1993) believes that this notion of suspending one's
reality is so important that, for him, it has become an
integral and vital precondition for one's involvement
in a fun/learning experience . He also explained that
the more genuine and intense the fun is, the greater
the suspension of reality will be . Consequently, fun
can transform social insecurity into trust and camaraderie, and a restrictive self-image into freedom of
expression.
In education, the loss of one's social reality is

THE PEDAGOGICAL BENEFITS OF FUN

Intrinsic Motivation
The most obvious pedagogical benefit associated with having fun is directly linked to the conditions
chara c terizing its own occurrence . As previously
mentioned, to experience enjoyment, one must first
permit one's mind to perceive the situation as enjoyable. Consequently, this voluntary state of mind will
provide a fertile ground in which intrinsic motivation,
through enjoyment, will be allowed to grow.
Research and reflections on the concept of
fun/enjoyment have induced authors (e .g ., Datillo &
Kleiber, 1993; Hastie, 1994; Middleton, Littlefield, &
Lehrer, 1992; Podilchak, 1991; and Scanlan & Lewthwaite, 1986) to directly relate intrinsic motivation to
fun .
The role that fun plays with regard to intrinsic
motivation in education is twofold. First, intrinsic motivation promotes the desire for recurrence of the
experience . For instance, physical educators justify
the presence of fun in their classes because allowing
enjoyment while being physically active might
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In summary, we contend that fun can have a
positive effect on the learning process. By inviting
intrinsic motivation, suspending one's social reality,
reducing stress, and creating a state of relaxed alertness, fun can be seen as a powerful tool to enhance
a motivating and safe learning environment.

important because we often work with students who
have diverse life experiences, backgrounds, and
goals. Therefore, it is often difficult for them to interact quickly at a personal level. Frequently, social barriers are raised so that everyone's reality can be protected . Although this seems to be a safe condition, it
can li mit or hinder the learning process about self
and others. By dropping these barriers, learners will
be better disposed to face their own personality and
evaluate their relationship with others.

CONCLUSION

At the beginning of this article, we asked ourselves if fun was an essential element of learning, or
just a mere byproduct. From what has been established by our review of related literature and the
comments received from professionals in the field,
we are now in a better position to argue that fun in
education is a process as well as an outcome.
Fun is an outcome because one of the reasons
we venture is to seek excitement, reward, and enjoyment. But more important for educators is to know
that fun can be an integral part of the learning
process, and that because of this we should consciously plan fun in our programs. Let us not take fun
for granted, but instead let us make sure we provide
our students with an opportunity for learning through
the pedagogical benefits of fun and adventurous
experiences.
As a final note, we would like to remind the reader that what this article attempted to demonstrate
was that fun is part of the natural learning process in
human development. Future research should address
the effect on learning outcomes and should stay
away from attempting to reduce fun to a simple
equation, because measuring, analyzing, or quantifying fun would be futile.

Stress Reduction
Fun is also a stress-buster (Kamiya, 1993). Substantial research in psychology and brain physiology has
established the negative effect of harmful stress (i.e .,
distress) on the learning process (Caine & Caine,
1994). When the learner feels threatened physically
or emotionally, downshifting becomes a viable
response. Downshifting is one aspect of psychological distress and is defined by Caine and Caine (1994)
as "a psychophysiological response to perceived
threat accompanied by a sense of helplessness and
lack of self-efficacy" (pp. 69-70) . When learners experience such a response, the learning process is jeopardized . On the other hand , a fun experience
enables learners to change perceptions of "distress"
into perceptions of "eustress" (i.e., a good form of
stress). Hence, when fears and downshifting are
absent, learning has a better chance of occurring.
Stress and challenge can often be synonymous.
In the field of education, creating perceived risk situations is part of a daily routine. If we agree that distress and fear can be detrimental to what we are trying to accomplish, then the obvious solution is to
transform any form of distress into eustress. Fun can
be the catalyst that will allow such transformation.
Actually, when we combine fun and challenge the
learning process is maximized. Caine and Caine
(1994) describe this state as "relaxed alertness" (p.
70) ,
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Abstract

sionals assumed he was enrolled on an athletic scholarship . (For further discussion of stereotyping, see
Afsaher-Mohajer and Sung , 2002; and Hurtado,
Milem, Clayton-Pederson, and Allen, 1999.) Because
he is conspicuous, others tend to learn his name right
away but do not get to know his personal qualities as
readily . Another way stereotyping affects him: when
selecting work partners, others tend to choose him
last. For further discussion of this phenomenon, see
Watson et al. (2002) and Kuykendall (1991).
A second panelist expanded on the theme of
being a token minority person in a college c lass. A
sophomore who planned to teach Family and Consumer Sciences, she spoke about the burden of representing her race. Members of the majority culture
assume that any black person knows how all black
people think and what they have experienced (For
discussion of this burden, see Watson et al., 2002.) In
reality, black people have a variety of experiences
and even cultures; few realize that she herself is
Swedish-Jamaican. Not only do instructors ask her for
the African American perspective; they also accept
white students' lack of awareness of their own culture. Lastly, instructors focus on ethnicity and fail to
discuss other personal perspectives, such as disability
or specialized academic knowledge.
A junior in elementary education echoed the first
two students' concerns about stereotyping. Confirming the findings of Watson et al. (2002), she spoke of
the frustration of trying to talk with professors and
other students and finding the content of her message dismissed. Some people think, "Oh, she ' s just
complaining because she 's black," without hearing
the substance of the complaint. They may even think
she is using her ethnicity to "work the system," again
invalidating the complaint. A graduate student in
special education corroborated that some administrators and professors infer an attitude related to eth-

Four students in Eastern Illinois University's College
of Education and Professional Studies recently
addressed an audience of professors, describing their
frustrations as minority students on a mostly-white
campus. Speakers reported feeling conspicuous and
isolated, commented that some professors as well as
students stereotype them , and voiced concerns
about procedures that may hamper minority students' success. By sharing their experiences, the four
students offered professors from the majority culture
insights that can improve the quality of the EIU experience.

"Are you a football player?" asked the little boy.
The only African Americans he had seen were on TV,
and here was one right in his school. He had a little
trouble believing this man was his new student
teacher from Eastern Illinois University.
The student teacher and three other minority students in education recently described some of their
experiences to an audience of professors in Eastern 's
College of Education and Professional Studies (CEPS).
By depicting the frustrations of minority students on a
mostly-white campus, the four panelists gave professors from the majority culture a glimpse into a world
they could not possibly experience for themselves.
Their insights corroborate and personalize several
studies cited below.
Our first panelist was a senior who planned to
teach physical education. As his story shows, being
the only minority adult in the public schools--or in a
university class--can cause a person to feel conspicuous and isolated . Our student mentioned that the
child was not the only person to stereotype black
males : many fellow university students and profes-
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nic stereotypes. For example, if a minority student
misunderstands admission procedures, some administrators will assume a lack of initiative or resourcefulness rather than miscommunication. For further discussion of her point, see Kuykendall (1991).
The latter two students voiced concerns about
procedures within the College of Education and Professional Studies. (Afsahar-Mohajer and Sung, 2002,
discuss this concern with procedures as barriers.) The
elementary education student noted that the Minority Teacher Education Association (MTEA) is not
accepted in fulfillment of requirements that students
in her department join a professional group. (Currently, the department requires that its students join a
branch of a national professional organization.)
The elementary education student also commented that the demands of acceptance into education may keep potentially good candidates with
limited background from even beginning the course
work to become an educator. (Afsahar-Mohajer and
Sung, 2002, discuss this concern). Entry standards
could well be relaxed as long as students meet relevant exit standards by the time they complete the
program. Our master's degree candidate noted that
Eastern has several academic and personal support
services that would help students meet these program standards, but commented that some services
may not go far enough. For example, even if a student takes the initiative to attend a workshop, the
student may need directed practice in applying the
skills presented.
While describing their frustrations, the four
teacher candidates suggested steps that educators
can take to improve the experiences of their students. Here are the panelists' ideas.
•

•

•
•

•

fact, help a public-school student adjust to getting
help from a tutor. As we can see, all five suggestions
would work not only for college professors but also
for public-school teachers. These ideas would promote the success of individuals with disabilities as
well as ethnic-minority students.
The four teacher candidates have added another dimension to our perceptions, helping us to realize
how it feels to be culturally different. Our panelists'
views represent personal experiences at Eastern and
do not pretend to be a comprehensive view of all
the issues identified in current research. For example,
one major issue in the literature is that of separatism,
with a wide spectrum of demands ranging from
equal treatment to unique treatment as compensations for previous discrimination (Afsahar-Mohajer
and Sung, 2002). To further investigate the topic of
barriers to minorities in teacher education, see
research not only on minorities in education but also
on specific ethnicities, since different ethnic/racial
groups view campus climate effects differently (Hurtado et al., 1999).
Thanks to the panelists and to their sponsors, the
CEPS Minority Recruitment and Retention Committee. Gong (2002) describes the fine work of this committee .
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If you know ahead of time that "different" students will be joining your class, prepare the class:
briefly describe them and their needs. Answer
any questions (Hurtado et al., 1999).
You ' ll learn these students' names right away
because they look different. But take the time to
get to know them as individuals. Ask about their
strengths, needs, and preferences (Hurtado et
al., 1999).
During the first weeks of class, use activities that
help them and your other students to become
comfortable with each other (Kuykendall, 1991 ) .
When doing group work, assign your students to
groups. If students choose, the "different" students will probably be picked last. Research
reveals that providing opportunities for quality
interactions enhances learning outcomes (Hurtado et al., 1999).
If these students are working outside your classroom, offer to go along the first time to make
introductions and verify that they are expected.

This last suggestion would have helped our student teacher to enter his student teaching experience with fewer surprises for himself and the boy
who mistook him for a football player. It would, in
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The Stockman Institute: Update
William C. Hine, Dean
School of Continuing Education
resources, and ma t h / sc ience technology. The
School of Continuing Education Center for Continuing Professional Development provided the administrative support for the conference . Teachers who
attended were eligible to earn two CPDUs for the
professional development.
In a memo to the Stockman Board, Dean Rohn.
College of Education and Professional Studies, commented: " I want to take this opportunity to inform
you of an exciting change. I have had several conversations with Dr. Cal Stockman, representing the
Stockman family, about the method of the use of
funds donated in the memory of Dr. Verne Stockman .
As you are very wel l aware, the Stockman Institute
has successfully provided a very important opportunity for EIU and area K-12 faculty and students over
the past several years. At the time the Institute was
initiated, there were few forums available for these
audiences to come together to consider current
issues facing public educat ion . Times have changed
and for a w ide variety of reasons, the number of
opportunities for educational professionals to learn of
current issues has widely expanded. Therefore, Dr.
Stockman and I believe it is time to change the focus
of our efforts. We are working on the final details of a
new focus that would support Dr. Verne Stockman 's
dedication to educational technology as well as his
commitment to the mentoring of students."
It has been a very important and very eventful
year for the Stockman Institute. Eastern Illinois University has benefited greatly and will continue to benefit
greatly from the generosity and interest of the Stockman family in memory of Dr. Verne Stockman 's outstanding and long standing service and contributions
to the University. If you are interested in learning
more about the Stockman Institute, please c ontac t
Dean Will Hine at 2 l 7-581-6644.

Note: This is part of a continuing series of articles on
the Stockman Institute.

For many years, the Stockman Institute has been
a great benefit to the College of Education and Professional Studies and Eastern Illinois University. This
past year, excellent leadership has been provided by
members of the Stockman Institute and Board : Todd
Find ley, Chairperson, Sharon Brinkmeyer, Dr. Dale
Brown, Dr. Lillian Greathouse, Dean Charles A Rohn,
Dr. David Johnson, Becky Markwell, Dr. Jill Nilsen, Dr.
Linda Reven, Dr. James Reynolds, Dr. Calvin Stockman, Dr. Dawn VanGunten, Dr. Susan Woods, and
Dean Hine.
The major activity of the past year was the Stockman lnstitute's Ninth Annual Conference, held on Friday, October l l, 2002, at the College of Education
and Professional Studies Buzzard Hall on Eastern ' s
campus . The topic was "Enhancing Teaching
through Digital Resources." The keynote speaker was
Dr. Glenda Bequette from the Illinois State Board of
Education. Dr. Bequette has previously been involved
with a number of school districts in the state of Illinois
and was awarded the Pioneering Partners Award for
the Outstanding Use of Technology in the Classroom
by GTE and former Governor Jim Edgar. The topic of
her presentation was "Blazing the Learning Trail Traveling Without Maps."
One of the breakout sessions focused on orientation to the new Coles Ballenger Teachers ' Center in
the newly renovated Booth Library. The Florence
Coles Bal lenger Teachers' Center is a collection of
teaching and learning materials for students and faculty of the College of Education and Professional
Studies and also available to P-12 educators. In addition, the conference included were breakout sessions
that focused on technology applications in humanities, information literacy, digital government
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Golden Apple: An Invaluable Experience
Bekka Pogeman, Golden Apple Scholar,
Eastern Illinois University
Golden Apple is so much
more than just a way to gain
money for college. Golden
Apple is meeting new people, experiencing new things,
stepping outside of your
comfort zone, but above all,
Golden Apple is an unrivaled,
invaluable learning experience. There are two different
ways to be eligible to
become a Golden Apple
Scholar. The first way is to be
a high school senior who has already decided that
they are going to attend college to obtain a teaching certificate and who is nominated by a teacher or
counselor. The second way is to be a sophomore in
college who has declared a major that will lead to
teacher certification. Once nominated or informed,
depending on which type you are, a student has to
fill out an application that includes several essays
about personal beliefs and goals. If the application is
accepted, the candidate then moves on to an interview with members of the Golden Apple staff. In the
past, 225 candidates have made it to this point. After
the inteNiew, one hundred candidates are chosen .
These candidates include both types of candidates,
but there are a greater number of seniors in high
sc hool because there is a limit of twenty-five possible
older candidates.
The program consists of a few different parts; the
most obvious is the financial assistance. The Golden
Apple Foundation awards each scho lar with five
thousand dollars each year that they are in the program . This money is given directly to the participating
Illinois college or university of the scholar' s choice .
The next aspect of the Golden Apple Scholars of Illinois Program is the Summer Institute portion. Summer
Institute is a six-week mandatory residential program
at DePaul University. The first year of Summer Institute,
the scholars spend three mornings a week as interns
in Chicago schools. They have a reflective seminar to
discuss and reflect on their experiences. These seminars are held twice a week and are facilitated by
award-winning teachers. The scholars also attend
classes about learning, teaching styles, methods,
and aspects of the art and craft of teaching. Th e
second Summer Institute is much the same. The only
difference is that scholars are in the classrooms four
days a week instead of three. Stipends of two thousand dollars are given for each Summer Institute of
the program. These Summer Institutes are the best
part of the program . They expose the scholars to a
plethora of diversity and they give scholars first-hand
c lassroom experience well before their peers who
are not scholars.

The third Summer Institute works differently. The
scholars have the option of working away from home
or their college town in situations such as a full-time
camp counselor in a residential camp for the full
stipend . Another option includes working at home or
their college town with students for at least twentyfive hours a week in a variety of settings for half of the
stipend . The third option is to take summer c lasses
either at home or in their col lege town for no stipend.
Th e fou rth Summer Institute consists of the scholars
attending an intensive two-week residential program
tailored to p repare them for student teaching and
job placement.
The older scholars, known as Pathway Scholars,
are not in the program for as long as the younger
candidates, so their privileges and responsibilities are
slightly different than those of the younger scholars.
Pathways participate in only the activities of the second and fourth summers, but they do them during
the consecutive summers that they participate in the
program. Because they are only in th e program for
two years, Pathway Scholars receive only $14,000,
instead of the total $28,000 package that the other
scholars are awarded. The scholars need to maintain
a g ra de point average of 2.0 (on a 4.0 scale) for
each grading period of their freshman year, and a
2.5 grade point average thereafter. Another benefit
of the Golden Apple Program is that the foundation
provides placement assistance through seminars and
workshops, counseling, and portfolio preparation .
Besides maintaining the specified grade point
averages, the Golden Apple Program asks only four
things of the scholars in return . The first requirement is
the participation of the scholar in each of the Summer Institutes required depending on when they
enter the program. The next requirement is to earn a
bachelor's degree at one of the participating colleges or universities (there are now forty-eight participating schools). The third requirement is to obtain an
Illinois teaching certificate for any level, grades preKindergarten through twelve. The final requirement is
to teach for five years within eight years of graduation in an Illinois early childhood, elementary, middle,
o r secondary school designated by th e Golden
Apple Founda tion as a school of need. A school of
need basically means one of two things .. . that a
number of students at th e school receive the free
lunc h program or that the school has low test scores.
I can only speak for myself, but I am positive that
the other scholars would agree with me that this program is outstanding . There are so many w onderful
benefits that come from this program that one cannot just list on a sheet of paper. You just have to take
the word of so many satisfied people. I truly believe
that being a Golden Apple scholar has not only better prepared me for my career in teaching, but it has
a lso made me a better person.
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